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Abstract
With a large increase in the number of vocational higher education hospitality 
graduates entering the labour market, there seems to be a paradox of the nature of 
demand for these graduates in the market place. While Businesses in general desire 
to employ from the higher education market, questions have emerged regarding the 
quality of the graduates and the relevance of the knowledge acquired from their 
management education programmes. Despite the great emphasis in vocational 
higher education preparing a ready workforce, concerns are raised about the 
effectiveness of these programmes (Tas, 1988 and Okeiyi et al., 1994) in their 
preparation of future managers for the turbulent working environment. It is not clear 
how education actually relates to industry. The research has the aim of describing 
how managers accumulate knowledge, and how it is transmitted, from education or 
experience, to the moment when it is actually used.
The literature is replete with issues concerning the ability of the products of education 
to transfer the knowledge gained from education to the work place. Even though the 
dominant view is that workplace learning and higher education learning are 
fundamentally different, the linked argument that education based learning is inferior 
and often irrelevant to workplace requirement is perceived here as being too 
simplistic. The counter claim from education that managers and professionals need 
very high levels of theory to be able to understand and function is also problematic. 
Each assumption is seen as including a part of the truth. The study extends the 
argument beyond education to include both early life experiences and early 
employment experiences.
The research presents a qualitative case study of managers’ learning processes to 
acquire professional knowledge. It investigates how both management education and 
informal learning processes such as early experiences contribute to the development 
of the knowledge of managers towards competence. Taking an approach that the 
nature of knowledge should determine the most appropriate locus for learning, it sets 
out to understand the managers’ learning processes in the context of the workplace, 
education and other life experiences.
The study uses knowledge elicitation approaches, to investigate the differential 
effects of knowledge acquired through education and experience. That is, to find out
how these two alternative pathways are used to accumulate management knowledge. 
The methodology examined the knowledge and skills of 17 graduates from 
accredited undergraduate hospitality programmes from the United Kingdom and 
elicited from them examples of the knowledge used in their workplace. Using a 
cognitive approach, based on the critical decision method, semi-structured interviews 
were carried out with these subjects. It then sought to find the mode under which the 
knowledge was transmitted from the point of learning to application.
The analysis was interpretative and found that subjects applied different types of 
knowledge with the nature of need depending on the demands of their job role. The 
need for competence in applying knowledge in human resource management, 
accounting and financial management, and interpersonal skills were predominant but 
the level of need for these areas of knowledge and skill was dependent on the 
demands of the situation/job and context of operation. Those at lower level of 
managerial ladder and in operations seemed only to need appreciation high order 
knowledge while those higher up needed to have both explicit and tacit 
understanding of these context-independent knowledge areas. The former served as 
a base for their thinking processes while the later informed their action. These were 
acquired through both the formal and informal learning processes including early 
nurturing processes. A key finding was a set of modes of transmission which 
included prototypical examples, pivotal and role model examples and scenarios 
which had been built up from accumulated experience. These were applied either in 
the form of experience turned into principles, or replication of behaviour patterns as 
blue prints or by interpretation of practice using theory or use of practice to reshape 
theory. However, this transfer of knowledge from acquisition to usage was not 
without problems. c ^
The findings from the managers’ stories raised concerns about the seeming lack of 
the ability to directly transfer what is attained from formal learning context to the work 
place. While acknowledging a perceived lack of ability to transfer educational 
knowledge into workplace practice, the issue of relevance rested on ‘usefulness’ in 
relation to context and level of operation rather than obsolescence.
Three meta-themes emanating from the study were that of the bounded nature of 
knowledge which determined its usability, the interactions between different types of 
knowledge and learning; and that between the job, the work environment and the 
individual characteristics and the dual and reciprocal relationship that exist between
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nature of both the knowledge applied and the learning processes and activities. From 
the study, the three basic theories of learning contributed to the understanding of 
how these managers acquired their knowledge. They showed behaviourist, cognitive 
and humanistic learning tendencies by expressing learning as product, process and 
function; being capable of actions they could not perform before learning occurred. 
This raises the issue of the need for the education process to provide appropriate 
learning experiences that will enable the future manager to develop the full 
complement of their professional knowledge base.
The study contributes to the literature of vocational management education in 
displaying the range of sources of knowledge and showing that different types of 
knowledge were acquired through different learning processes and were transmitted 
by different modes. Specifically, knowledge in use is a mixture of theoretical and 
practical know-how. The overarching theme was relationships. Management 
knowledge called for the understanding of the relationship between knowledge and 
knowing on the one hand, and theory and practice on the other. Management 
learning involved relationship between learners and their environment, learners and 
other knowledge producers, formal and informal, and cognitive and behavioural 
approaches. Learning indeed is an on going relational and reconstructive process 
which comes about when existing practices are challenged, or deemed inadequate.
Those responsible for preparing these managers must therefore, provide the 
appropriate situations in both classroom and workplace environments that will allow 
effective learning to take place which is directed towards increased competence and 
responsibility. It is argued that the responsibility for providing the learning 
opportunities rests with both industry and education. This partnership between 
education and industry is seen as crucial as a blend of theory and practical know­
how, achievable beyond the context of experiential education is essential for 
managerial job preparation.
The study concludes that, rather than disagreeing and apportioning blame for the 
perceived Incompetence’ of graduates from the education process, energy should be 
geared towards deciphering which type of knowledge is best learnt on the job and 
which one is best learnt in formal settings of the classroom so as to have shared 
responsibilities towards the making of the ‘competent hospitality manager’. This is 
achievable through effective collaboration which is all about relationships.
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Chapter one 
Introduction
1.1 Background to the study
The issue that forms the background to this study is a perennial one: for 
despite the great emphasis in higher education settings on developing a ready 
workforce, not enough seems to have been done to explicitly understand how 
education relates to industry needs. One way of conceiving this issue is to 
ask; is taught knowledge relevant to applied knowledge, and if so how does it 
move from acquisition to usage?
“Employers have let it be known (Hummel et al., 1993) that graduates, 
although they possess a substantial store of (isolated) knowledge and skills, 
do not always know how to use them correctly in their company (hence, they 
are often not competent). In one way or the other, they perceive that higher 
education is not as successful as it might be in turning out competent 
professional”.
(Cited in Kirschner et al., 1997:167)
This quotation which questions the transferability of knowledge from education 
to practice summarizes the view of many critics of professional education and 
this study journeys to discover the truth in this statement. It does so however 
bearing in mind a quote from Bruner (1974) promoting this debate between 
industry and education as a healthy one by warning us to:
“Beware those who argue that the debate is without purpose, that results of 
scientific inquiry carry self-evident implications with them. For it is a debate 
that requires continual renewal lest our educational enterprise fail to fulfil its 
function either as an agency for empowering human minds or as a reflector of 
the values of the culture. What the student of human intellect can do is to 
refresh the debate with estimates of what is possible and estimates of what is 
the cost of the possible” (Bruner, 1974:17).
This view by Bruner presents a “devil’s advocate” approach for keeping 
knowledge providers on their toes to ensure relevance of provision.
The debate presents a view of the role of education and training - two routes 
to knowledge acquisition as being discrete temporal episodes that form part of 
the ongoing process of management development. Watson and Brotherton 
(1996), assert that education is seen as taking care of the initial pre­
employment stage while training caters for the post employment phase of the 
process. Though from Bruner’s perspective (1974) this debate on relevance of 
education is healthy, Watson and Brotherton (1996) describe the debate 
within the hospitality domain as:
“Sometimes been characterized by a rather antagonistic relationship between
educationist and industry” (Watson and Brotherton, 1996:13).
There seems to be conflicting views on the best approach to and roles to be 
played by industry and education in the development of managers for the 
hospitality industry. The debate on the respective contributions of hospitality 
management education and industrial training which includes job experience 
to the process of developing managers for the industry has been significant 
over the last two decades with informal or job learning seemingly gaining 
more accreditation.
The purpose of this research is, through knowledge elicitation approaches, to 
investigate the differential effects of knowledge acquired through education 
and experience so as to be able to inform both industry and education of their 
respective responsibilities. That is, to find out how the two alternative 
pathways, formal and non-formal learning modes are used to accumulate 
management knowledge that will result in job proficiency. The research has 
the aim of describing how managers accumulate knowledge, how they 
apply the knowledge that they accumulate, and from where and by what 
mode did they acquire their knowledge.
The main issue addressed is to find out how managers acquire the ability to 
manage; whether it is through learning from formal education and training, 
from experience/non-formal sources or by merging theory and practice. What 
this research is suggesting is that there may be a link between the type
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knowledge and learning and transferability to performance.The study 
therefore seeks to explore and model the applied knowledge used by 
managers and its source of acquisition in an attempt to present the need for 
both industry practitioners and educators to see their inputs as 
complementary to the continuous process of maximizing the individual 
manager’s proficiency or competence for organizational benefit. The chosen 
context is the hospitality industry.
Competences are seen as “a key notion in the link between education and the 
labour market” (Brouwers et al., 2002:75) with competency framework 
perceived as providing direction to solving the transfer problem associated 
with applying theoretical knowledge in practical situations which education has 
to contend with. It is also indicative of the capabilities for working proficiently.
The issue here is what knowledge underpins these competencies and how 
are they transferred from acquisition to application. This question is well 
raised because; evidence from the literature on knowledge which underpins 
competent behaviour, whether it is explicitly categorized or graded on a 
continuum (Jasimuddin et al.,2006), has been established as having a tacit 
and an explicit dimension. This in turn affects how they are effectively 
acquired and efficiently transferred to application. In his much cited study on 
competencies, Tas (1988) conceptualizes that “Job competencies are those 
activities and skills judged essential to perform the duties of a specific 
position” (1988:41). Though this is well said, it is silent on the appropriate way 
for the managers to attain competency in their specific areas that will make 
them effective in their job roles.
Studies on managerial performance have tended to focus on identifying the 
competencies for effective performance by way of developing competency 
statements or list of competencies expected or required. These are often 
presented to research subjects for ranking in terms of importance and are 
therefore based on opinions held by people as to what is needed, (from 
hospitality management literature see studies like by Baum, 1990,1991; 
Buergermeister, 1983; Li and Kivela,1998; Casado,1993; Christou, 2002;
S. 9L. 3
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Christou and Karamanidis,1999; Dopson and Neison,2003;1996; Dopson and 
Tas,2004; Geissler and Martin, 1998; Kay and Russette 2000; Mariampolski, 
Spears, and Vaden,1980; Okeiyi,Finley and Postel,1994; Tas, Labrecque and 
Clayton, 1996; among others). Kay and Moncarz (2004), who summarise 
major works of others however report evidence of conflicting results on these 
opinions from these studies which use opinion based research methodologies.
Most of these studies cited above on the best way to educate managers 
through competencies have mainly used deductive approach, thus 
concentrates on description and explanation, where thought is governed by 
explicitly stated theories and focuses more on predicting outcomes (Carson et 
al. , 2001). Most of the studies have used already prepared competency 
statements for subjects to accept or reject as being important for the selected 
job role.
Though competency statements are helpful in setting the scene by carrying a 
general understanding within an occupational sector, what counts as 
competence may differ from one context to the other and within different time 
frames. It is also limited in detail about how the knowledge that underpins the 
statements are accumulated and applied. Furthermore, it deals with the 
capability or expected behaviour rather than the action or actual behaviour. 
This leaves us still with gaps in our understanding of management knowledge 
and its implication for management practices, particularly from its 
transformation into usable knowledge.
According to Buckley and Monk (2004), while looking at meta- qualities 
needed for human resource claimed that there was no shortage of 
commentary on types of knowledge and skills required to work in (role) even 
though there is limited evidence on how managers actually acquire and 
actually utilize their knowledge and skills within their work situations. Failure to 
understand how the types of knowledge and nature of learning affects the 
development of competence may under mine our effort to prepare managers 
to use knowledge effectively.
Conversely, the inductive approach which is the direction followed in this 
study focuses more on the understanding processes and less on predicting 
outcomes. Using an inductive interpretative approach and with decision 
making as a vehicle for investigating management knowledge, the study looks 
at how people learn from experience and education. It explores knowledge 
and the ways of learning by analyzing the source of applied knowledge that is 
employed within the manager’s job role.
The main focus is to see what people actually do and in their doing, 
what information they actually use. Thus, the study attempts to trace the 
stream backwards to where they learn what they know and apply.
This empirical study contributes to the debate between the industry and 
vocational education or what others see as the theory-practice gap. It hopes 
to contribute from learning and transfer perspective. Many issues arise from 
this relationship, most importantly whether vocational education can 
effectively meet the needs of industry in terms of the knowledge that is 
needed for the current job environment. Against this background are the 
issues of how the industry’s needs are identified and how education can 
respond to the skill and knowledge requirements brought about by the 
changes in technology and the growth of global markets. These issues are 
important to the general case of the contribution of vocational education to 
development. This study explores the nature of applied knowledge and 
relates it to human capital. Human capital theory refers to:
“The productive capabilities of human beings that are acquired at some cost 
and that command a price in the labour market because they are useful in 
producing goods and services" (Marsick and Watkins, 1990a:205 cited in 
Garrick, 1998:127).
Individual learning should lead to acquisition of knowledge and development 
of competence that form a stock of human capital from which their employers 
may benefit from. The underlying approach is that, in an ideal world, we can 
best understand what is required of education if we know more about the 
different sources from which job knowledge can be acquired and which source
is best for the different types of knowledge proposed in the literature as being 
applied by people in their job roles. It seeks to contribute to the understanding 
of learning processes that lead to the development of managerial competence 
and its implication for management education.
The old issues of; do people learn in order to work? Now becomes; do 
people learn through their work or learning occurs simultaneously with 
work?
It is proposed that in an age of complex and multidimensional changes, 
learning is embodied in work with innovation including different kinds of 
knowledge and learning that evolve continually. Managing in this age of 
“super-complexity” characterized by contestability, challengeability, 
“uncertainty and unpredictability calls for an understanding of the relationship 
between work and learning (Barnett, 1999). If knowledge is considered a 
stock accumulated through the learning processes, then the question is - 
where is the locus of learning, and what is the form of learning that results? 
This issue is complicated firstly by the presence of codified or explicit and tacit 
knowledge forms, and secondly by issues related to human memory recall: 
how is prior knowledge brought out and used?
1.2 Importance of the research
The importance of this research rests on two key issues. These are (1) 
relevance of professional or vocational education to management 
development and (2) the mechanisms needed to combat the effects of the 
uncertainties of business environment that has become central in much 
current thinking. The environment that managers and their entrepreneurs 
operate is one that is said to be characterized by unprecedented change and 
transformation which are so rapid and irreversible in a way that its effects has 
resulted in a business world that is so unpredictable, volatile and dynamic. 
These include the arrival of new technologies, shifting political ideologies 
cultural attitudes, as well as, changing face of international relations business 
and the entire outlook of global market environment among others. This has
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brought in its wake the need for a completely different mind-set from the 
traditional problem solving approach to a learning approach. The argument 
here is that knowledge acquired easily becomes obsolete in relation to the 
rapid changes and therefore looking at how people can learn and be able to 
transfer learning to application is important. Learning to learn therefore 
becomes more important than mere acquisition of skills.
The difficulty in predicting the future has resulted in the call for the 
examination of the relationship between learning and work on the one hand, 
and learning, knowledge and performance on the other hand. There is now an 
emphasis on learning and knowledge which extant literature sees as the key 
mechanisms that are needed in response to the uncertainties of the business 
environment thus becoming the central theme in much current thinking 
(Anonacopoulou, 1999).
Even though the two concepts of learning and knowledge have been 
acknowledged as significant resources for survival, there is however limited 
research that examines how these two relate together to benefit performance 
especially in the area of types of knowledge and sources of learning or 
acquisition. This is made even more problematic as the relevance of 
education is questioned.
With the development of a knowledge-based economy and information society 
coupled with the proposal for a learning economy (Lundvall, 1996), there has 
been a rise in the demand for higher education. Both universities and industry 
appreciate the importance of the successful acquisition and application of new 
knowledge, skills and competencies, as they are widely understood to give 
managers confidence to face up with the challenges of the knowledge based 
economy. This need has been expressed by hospitality researchers who over 
the years have been in search of the “relevant curriculum”.
Guerrier and Lockwood (1990) express the need for specific research into the 
knowledge and competence which hospitality managers require in order to be 
effective in their jobs, while Tas (1988) and Baum (1990) relate competencies
SwdiAon,, 5.9L. 7
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important to hotel General Manager’s to curriculum design in order to 
determine appropriate training and educational programmes for schools of 
Hotel and Restaurant Administration. Gale, and Pol (1975), thinking from the 
point of view of career preparation, also suggested that, the description of 
competencies required for successful functioning in a specific position is the 
first step in planning and evaluating educational programmes. Their 
contention is that, a survey of experts can serve as a good source for 
collecting information for developing entry-level competencies.
As higher education pursues its agenda to meet this need, the effectiveness 
of the traditional approach of management education programmes has been 
questioned (e.g. Aram and Noble, 1999 and Buckley and Monks, 2005). There 
have been criticisms levelled against management education-generic and 
vocational regarding the pedagogic models underpinning much of 
contemporary management education which is seen as being often 
incongruent with the learning needs of the managers and their continuously 
changing environment in which they operate. This attitude towards the 
provision, particularly in applied areas like hospitality industry where 
development of higher education since its inception in the 1920s in America 
has seen significant growth with industry having a special interest in the 
nature of courses being offered, is a major concern to be addressed by 
educators.
For an emerging professional field such as hospitality and tourism, one way of 
assisting in the growth and development of its knowledge base is the 
provision of vocational higher education to foster professional knowledge, 
skills and competence. This will help its practitioners to be able to continually 
function independently, rearrange their old knowledge, and create new 
knowledge so as to adapt to the rapidly changing work environment.
Morrison and O’Mahony (2003) report on Wood’s (2003) conclusion made 
from a comprehensive review of the industry that, no significant improvement 
in industry practice or the condition for hospitality employee has resulted out 
of the over twenty years existence of hospitality management courses in the
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United Kingdom. Further more, they continue that implicit in Wood’s 
observation is the “notion that university graduates may be deficient in the 
ability to reflect on and ameliorate industry and management practices” 
(2003:39).
Hospitality graduates of today are faced with many challenges when looking 
for jobs commensurate with their qualifications in today’s competitive world as 
they are expected to meet the expectations of those who employ them. There 
is however questions arising as to the contribution of their education as 
preparation grounds for managing the rapidly changing demands in today’s 
hospitality business such as increased competition, changing consumer 
demands and attitudes and performance demands from their employers.
This research seeks to make a contribution by exploring the types of 
knowledge that is applied in hospitality environment and the best way to 
accumulate it. It attempts to investigate the relation between applied 
knowledge and source of acquisition, with the management knowledge as the 
unit of analysis. The question that this research attempts to answer is 
that, if there are different forms of knowledge then, there must be 
different ways of and locus of learning in order for learning to be an 
effective acquisition and transfer process. It therefore seeks to examine 
how learning informs knowledge and how knowledge fuels learning.
It hoped to, through a knowledge elicitation methodology to contribute to the 
bridging of the perceived gap between the two camps of education and 
industry in relation to what responsibility they must each bear if professional 
knowledge acquisition is to be achieved for good management practice and 
the creation of a good knowledge base for the professionals in the industry.
This research enters the education- industry debate as it seeks to explore the 
“relevance of education”: is it about learning about managing or learning to 
manage? There seem to be a perennial controversy over the relation of what 
is perceived as industry needs to curriculum content that seem to revolve 
around who leads the process of determining what is needed.
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There continues to be a widespread criticism of management development 
and education whether generic as in the case of MBAs or specific as in the 
case of hospitality management which are often expressed in books, 
newspapers and even by alumni of the various programmes in later life. Even 
though many solutions are designed to counter the complaints such as 
carefully designed competency -based outcome focused programmes such 
as those proposed by competency researchers such as Boyatzis (1982), there 
still seem to be many complaints regarding the relevance of professional 
education and development to professional practice?
Holmes et al. (1993) envisaged the real challenge facing the education and 
development of managers for the United Kingdom as enabling managers with 
abilities to improve the effectiveness of their organizations within competitive 
markets. This concern to find the best way to equip this type of employees 
called managers is of great concern to governments as well. Managerialism is 
said to call for the formal management education as a sine qua non (Knox, 
2001).
In Britain, the accusation that management education was overly theoretical 
(Constable and McCormick Report, 1987 and the Handy report, 1987 cited in 
Watson and Brotherton, 1994), with its emphasis resulting in the production of 
analysts instead of skilled practitioners capable of running effective 
organizations called for the drive to shift from knowledge and understanding to 
output behaviour. This contributed to the government's interest in the early 
1980s’ to develop strong interest in management education.
Even though the concept of competence particularly of management 
competence had for some time been a matter of conceptual and practical 
concern (Boyatzis, 1982; Collins, 1989 and Spencer and Spencer, 1993 in 
Knox, 2001) the idea took central position in the 80s’ in Britain resulting in the 
New Training Initiative (MSI, 1992) with government position that 
effectiveness at work was more to do with ‘occupational competence rather 
than academic knowledge. This position went round with the development of
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National Vocational Qualifications (NVQs) and others only to be realized in the 
long run that in as much as competence is important there is the need to 
ensure there is an underpinning knowledge and understanding which is 
requisite to make competence at work more effective and sustainable, though 
there was the need to avoid undue concentration of academic theory. This 
view supported the compromise approach based on the concept of 
experiential learning.
Advocates of experiential learning often draw heavily on Kolb’s work, (1984) 
which conceptualizes it as “the process whereby knowledge is created 
through transformation of experience” (Kolb, 1984 :41) and requires students 
to reflect on their own experience and previous knowledge while examining it 
in the light of theoretical insights (Knox, 2001). It seems to be generally 
accepted that experience is the basis for knowledge. Coghlan (2000), 
however, questions this assumption by saying that experience per se is not 
knowledge but is a constitutive element of knowledge. It needs to be 
accompanied by some sort of inquiry into experience, which will seek to frame 
meaning and judgments and then leads to action. If this is how managers are 
to be equipped then where is the best place and what is the best way to equip 
them?
1.3 Research in context
The context of this research is principally applied knowledge with a focus on 
the hospitality industry. The significance of hospitality management education 
has been recognized globally as it provides considerably skilled human 
resources. What their provision should be is however problematic due to the 
diverse nature of the hospitality industry (Lashley, 2004). The fundamental 
essence of educational programme offer is its curriculum which serves as the 
vehicle for the transfer of knowledge, but the multifaceted and multidisciplinary 
nature of this industry makes it not easy to precisely define. This is evident in 
literature as this question has been asked along various management groups 
with answers changing over time and the need to redesign hospitality 
programmes has been suggested over time by many researchers including
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Tas (1988); Baum (1990); Pavesic (1993); Gamble, Lockwood and 
Messenger (1994) and Lashley (2004).
In recent times, there has been a global upsurge in the demand for tourism. 
This is reported to have arisen during the post World War II period, a boom 
serving as enticement for many entrepreneurs as well as governments to 
make investment in this area of the economy (Tosun and Jenkins, 1998). 
Most of these governments and economists are incorporating tourism as an 
important factor in boosting their development efforts. The travel and tourism 
industry worldwide are purported to generate direct and indirect employment 
for some 204 million people, creating twice as many jobs as compared to the 
average industry (World Travel and Tourism Council, 2002).
Employers in the industry have raised concerns over the scarcity of suitable 
personal, claiming a severe shortage of both management and skilled workers 
especially in the hotel and resort sector. They have therefore called upon 
education to equip potential employees with skills to be more aligned with 
industry needs (Goodman and Sprague, 1991; Jones, 1990; 1991; and 1996). 
In response to this shortage of skills has been the proliferation of varied 
educational provision to meet the increasing demand for qualified 
professionals who can operate in the ever changing and highly volatile 
environment (Umbreit, 1993). This challenge to successfully prepare 
graduates of the hospitality education process for the industry facing 
increased globalization, rapid technological innovation and changes in 
customer expectations, requires a critical look at programme offers that will 
reflect these contemporary developments. They must endeavour to deliver 
what is vocationally relevant education for its future managers. This, it is 
believed can be achieved with a well established and on going collaboration 
and consultation between industry and academia.
Over the years, hospitality educators have been concerned about how to 
supply the industry with what according to industry standards are the 
competent managers who will be effective. Hsu et al. (1995) reiterate Zhao's 
(1991) view that the quality of service provided by any establishment in the
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hospitality industry relates closely to the training or how well-trained the 
professionals in the industry are. This therefore calls for a conscious effort by 
educators to enhance their perspective of the industry’s needs so as to be 
able to design effective courses in the area of hospitality. Ross (1997) re­
emphasizes the training of staff as an important aspect in assuring service 
quality with the hospitality industry whiles seeing education and training 
processes and outcomes as important in recruitment and selection issues.
The research is concerned with the appropriate strategies for the development 
of hospitality managers and its implication for management education at their 
point of entry into the hospitality industry (Nelson and Dopson, 2001).Industry 
practitioners and educators both agree that tourism and hospitality 
management curricula need to reflect on recent and future industry needs and 
developments, to ensure that the graduates who are being turned out from the 
numerous institutions of learning are equipped with appropriate and industry 
relevant job knowledge. Given the proliferation of these courses across the 
globe over the past decade and the relative importance attributed to the need 
for appropriate ways to develop the management competencies of the future 
managers, an evaluation of the needed knowledgeability or what bundle of 
applied knowledge is needed to be applied by these managers in their job is 
imperative.
In the hospitality industry, practitioners attitudes to formal education leave 
much to be desired as the impression is that the work is best learned on the 
job. In his keynote address to the 2004 CHME conference, Lashley (2004), 
reiterate this concern that even though higher education provision to meet the 
needs of the management working in the hospitality industry is well 
established with degree programmes in hotel and catering entering the United 
Kingdom market in the early 1970s, industry commentators have from the 
onset of this provision been critical of degree provision in terms of its 
relevance. This eventually led to the Higher Education Funding Council for 
England (HEFCE,1998, 2001) to initiate two pieces of research to provide an 
understanding of the nature of higher education and its impart on graduate 
careers in the industry. These reports concluded that industry was interested
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in employing graduates from the education process but one concern is at what 
level of job entry and what level of responsibility. Is the knowledge acquired 
readily useful or they are meant for later use in a higher position by which time 
they would have been lost to long term memory or totality forgotten if not 
obsolete.
According to Lashley (2004), this debate stems from the fact that the industry 
is diverse yet under-educated with a number of self appointed commentators 
who want the higher education provision to be carved in their own image. Is 
this really the true reflection on the industry’s educational needs? If so then 
why is money being spent on the development of hospitality education 
programmes when it is not yielding dividend? Baum (2004) reports of an 
industry that has had its education and training developed over a period in 
excess of one hundred years albeit the fact that until recently its main focus 
had been on technical skills in core hospitality areas. Baum, 2004; Airey and 
Tribe, 2000, recent research indicates the recognition of the need to 
complement this with more generic skills.
The development of curriculum has mainly been with active involvement of the 
industry according to these authors so if this is the case then why are the two 
groups not closing the gap between their stand on the output of the education 
process? How and what is the nature of this relationship? The answer is to 
explore a number of central concepts that may shed light on the elements that 
will underpin the required collaboration. This research sees the key issue as 
relationships based on each others strengths and opportunities that each can 
offer for the advancement of the industry through the provision of competent 
managers.This research presents a view that there is the need to review this 
integration from knowledge and learning perspective that is the expected 
benefit of the education process.
Baum (2004) makes a claim that the models of education and training for the 
hospitality have traditionally depended on vocational work experience or 
internship for the consolidation of learning and development of skills.
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This view is an indication that the ability for learners to transfer knowledge 
which in this context includes skills to application may not be the sole 
responsibility of the education process. This implies that to meet current and 
future demands for a workforce for the industry who are appropriately skilled 
and knowledgeable, there should be an on going cooperation rather than a 
gap between education and hospitality organisations.
The research embraces the view that the development of competent 
practitioners does not happen in a day but emerge through acquisition and 
accumulation of knowledge and by interlinking separate elements of their 
learning to form their personal knowledge and a holistic view of their role 
requirements. As such the cooperation will ensure that there is periodic 
renewal of knowledge qualifications in response to the need for further 
competency development.
Riley et al. (2002: 143-144) add a different dimension on skill accumulation by 
suggesting that:
“[.•■] the paradigm of education and training is incomplete in that it ignores the 
ability of people to learn skills and knowledge by mobility in the labour 
market”.
They further see the literature on training concentrating on vocational 
education and formal on-the-job training while neglecting the accumulation of 
skill that can be achieved through job experience and mobility in an informal 
learning mode. They assert that vocational education, training and job 
experience serve as alternative forms of learning though they see these 
alternative routes as no easy bedfellows with debate on their relative merits 
being common. They claim that most of this debate that takes place is mostly 
ill informed due to the subjective and relative nature of what skill is.
For instance, depending on focus of attention, it can be considered as both a 
form of cultural knowledge and a form of personal knowledge. Though it may 
be seen as action based on procedural memory alone, the argument is that 
the knowledge of determining when to use the skill which may include
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situational understanding may not necessarily be a skill (Eraut, 2005:6).This 
view on skills gives support to the fact that, if hospitality job knowledge is to be 
effectively transferred then it nature and source of acquisition and mode of 
transfer must be investigated. This leads back to one of the basic propositions 
of this study which is that:
The way knowledge is acquired and transferred to application is 
dependent on the type of knowledge-procedural/tacit or 
declarative/explicit. This will in turn determine where it should be 
acquired - industry or education.
The argument in this research is that when the type of applied job knowledge 
is known, its nature will determine its transferability, one can then understand 
how it is learnt and how it is transferred. In other words, existence of different 
learning sources implies education and industry will understand they will be 
responsible for different aspect of learning the job knowledge that is required 
for competent performance.
The study’s use of elicitation techniques in the context of measuring applied 
knowledge in hospitality domain is rare as only a few studies including that of 
Gore and Riley (2000), have used the applied cognitive task analysis (ACTA) 
adopted from Klein and Militello, 1998, to study human resource practice of 
employee selection in hospitality. The hospitality studies have modelled it as 
best practices or benchmarks and technical information. Here, the 
methodology uses measures of applied knowledge that are based on the idea 
of knowledge content in problem solving and decision making. The use of 
these two cognitive devices is because they focus directly on applied 
knowledge, are useful for measurement of applied knowledge and crystallize 
knowledge around a specific problem. This elicitation approach is borrowed 
from cognitive psychology (Droge et al., 2003:550).
It must be noted however that attempts to create a knowledge application 
construct that incorporates a measure of applied knowledge may not tap all 
dimensions of the applied knowledge as some are highly tacit and difficult to 
articulate. Thus the elicitation methodology chosen must endeavour to extract
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as much of the concepts as possible. It must be noted however that this 
methodology is confronted with issue of long term memory, application of 
heuristics and the fact that not all knowledge is applied in every circumstance. 
The research seeks to conceptualize knowledge in use and to contribute to 
the need for more critically informed, empirically based research to examine 
the knowledge used by hospitality managers in their practice and the best way 
to accumulate them.
1.4 Research Aims and Objectives.
The aim of the study is to investigate the possible relationship between the 
types of knowledge used by managers and their source of acquisition or how 
they are learned.
1.4.1 Objectives
The objectives of this research are:
: To capture a portrait of/ or explore the knowledge ‘in use’ by diagnosing
problems and decisions for their knowledge content.
❖ To elicit the sources of the applied knowledge.
❖ To investigate how knowledge was transmitted from acquisition to usage.
❖ To identify the key issues that need to be addressed by education and 
industry to improve the development of hospitality managers based on 
the findings of the study.
1.4.2 Research Question
:♦ The question that is for this research to answer is: How do managers
acquire their personal knowledge?
:♦ The specific questions that it sought to answer were as follows:
:♦ what is the nature of knowledge used by managers in hospitality
enterprises
:♦ From where do job holders acquire the job knowledge that they apply?
:♦ What are the ways of knowing (perspective on knowing and learning)?
:♦ What are the modes of transmission and-are the types of knowledge
transmitted in different modes?
1.5 Structure of the thesis
This thesis is in seven chapters. Figure 1.1 below outlines the overall 
structure. Following the introduction in chapter one that has set the scene, by
establishing the gaps that it aims to address, the investigation starts in chapter 
two.
Chapter two explores the literature on the theories of knowledge and
learning. The concepts of knowledge and learning are covered in order to gain 
understanding of both, and how they relate to personal knowledge and 
competence formation, presenting the theoretical underpinnings for looking at 
the problems of knowledge and applied knowledge. Chapter two includes 
discussion on conceptions of knowledge and, in terms of theory, nature, its 
creation, transfer and application. Also focusing on conceptions of learning, it 
discusses the theories that underpin learning, and how the theories and 
learning models affect the way learning is achieved. It looks at the various 
processes and activities that the proponents of the learning theories offer with 
regards to how to achieve effective learning aimed at acquisition of personal 
knowledge. Both traditional and contemporary paradigms are presented.
The review continues in chapter three and draws on literature from which
the conceptions of management knowledge and learning emerge. 
Management development strategies in the context of the hospitality industry 
are considered; looking at the issue of management knowledge which will be 
related to management learning based on the theoretical foundation 
presented in chapter two to develop a framework for the investigation.
Methodological considerations are raised in chapter four with an 
explanation of the methodology used in the study, the research design, and 
various stages in data collection and data analysis are made. Consideration 
for the conceptual framework for the chosen methodology is made. The 
choice of a qualitative methodology and a cognitive approach is justified. It 
discusses how difficult it is to elicit knowledge.
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Figure 1.1
STRUCTURE OF THE THESIS
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Main study
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- COM
Typology of management 
knowledge ^learning sources
Conceptual framework
- Management Knowledge 
-Management learning
Prel rninary studies
-Quantitative survey ( Churchward & Riley, 2002) 
-Qualitative group interview( NOT)
Research design & methods
The discussion continues with looking at the various approaches used for the 
elicitation of knowledge and mechanisms used to reduce the knowledge 
elicitation bottleneck and make a case for the chosen approach. The 
considerations for rigour, credibility and trustworthiness are explained, along 
with the limitations and assumptions underlying the choices made. The 
theoretical perspective that lies behind the methodology being used and the 
epistemology that informs this theoretical perspective is presented in the 
appendix (J).
Part one of the main findings of the study are presented in chapter five in 
the form of case studies including the characteristics of the sample used. The
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four research questions posed in 1.4.2 above, concerning the relationship 
between management knowledge and learning are addressed, using 
deductive approach.
Chapter six is the second part of findings dealing with the emerging themes
in relation to the research objectives as stated in the methodology from the 
inductive analysis here these themes are discussed under meta themes 
identified. Here, the key issues discovered from the stories in relation to 
whether taught knowledge is relevant to applied knowledge will be 
considered.
Chapter seven discusses all the findings in relation to the study and brings
the proceedings to a close by presenting the conclusions drawn from the 
study, followed by recommendations for further work.
It outlines what contributions the research has made and the implications for 
future research. The limitations of the research are also highlighted in this 
chapter.
1.6 Identification of theoretical areas
This research aims to relate contemporary educational theory to the 
understanding of undergraduate hospitality management educational 
requirements specifically highlighting on conditions for: professional
knowledge acquisition; professional practice problem solving. The lessons to 
be learnt from this to inform the reform of educational provision includes 
valuing prior knowledge and experience; and encouraging learners to test out 
and apply new knowledge. It must be noted however that contemporary 
educational theory, though contributing valuable insights, cannot dictate the 
ultimate “mix”; but rather provide some principles for the reflective analysis of 
the learning experiences needed for the future managers. The methodology 
rests on information processing, memory recall, with some insights from 
theory of expertise and relies of knowledge elicitation and argumentation 
theory for its analysis. These issues are discussed in appendix F.
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1.7 Summary
In conclusion, this chapter has introduced the study and provided a foundation 
for the research agenda. It has justified the need for this research in the 
hospitality management domain as it relates to the industry-education 
interface. It has addressed the rational, general aims and context for the 
study. The purpose and some theoretical concepts and the four research 
questions have been identified.
In the next two chapters, a review of the relevant literature is done looking at 
the role learning plays in the acquisition and application of knowledge and the 
role played by education and experience to this effect.
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Chapter two
Theories of Knowledge and Learning
2.1 Introduction
This chapter is the first part of the review of literature relevant the study as it 
attempts to clarify the conceptions of knowledge and learning as they relate 
to management development for effective practice. The aim is to provide 
some basic tools for the discussion of management knowledge and learning 
which will be presented in chapter 3. This chapter will have two main sections 
together with their subsections. These are therefore the conceptions and 
theories of (1) knowledge and (2) learning. The conception of competence 
which is often discussed with knowledge and learning will be introduced 
under section (2.3.2.2),while how it relates to management knowledge and 
learning is presented in part two of the review under chapter three.
The discussion will conclude with how the various perspectives of these 
concepts relate to the search for answers to the research questions and 
having determined a clear definition for each concept, operationalise them for 
the purpose of this research. This is because it is important to review and 
explain the concepts, to have a framework in relation to both the objectives 
and design of this research, so that readers may follow the logic which is 
being applied to interpret the key issues at hand. This is being done in the 
context of the bulk of semantic and taxonomical debates surrounding these 
constructs.
The concepts of knowledge and learning which may be traced as far back as 
the time of Confucius 2000 years ago(Yang, 2003),have been brought to the 
limelight with increased attention in the business world, especially in the last 
two decades (Sjoholt, 2000). This move is perceived to have arisen from the 
recognition that knowledge, a crucial resource, plays a key role, in the
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attainment of competitive advantage with learning being an integrative 
component of the workplace (Yang, 2003:106).
The possession of, and creation of new knowledge and the facilitating of 
attainment of competitive advantage with learning being an integrative 
learning are seen as key elements in achieving performance goals at work. 
Possessing knowledge is now almost equated to having the ability of decision 
making as a prerequisite for action. Therefore, as the acquisition, absorption 
and the integration of knowledge in organizations become vital strategic 
variables, the process of learning also becomes an important factor related to 
the development of knowledge, which may be defined as “competent goal- 
oriented capabilities” (Sjoholt,2000:1).
Learning results in the acquisition of knowledge, which then leads to the 
development of the competence, -the “abilities that enable learners to 
recognise and define new problems in their domain of study and future work 
as well as solve these problems” (Kirschner; van Vilsteren; Hummel and 
Wigman, 1997 in Kirschner, 2000:13).These two seemingly generic concepts 
tend to mean different things to different people and as such they need to be 
further explained in any discourse in order to serve as useful analytical tools. 
Making distinctions between different kinds of knowledge and different ways 
of learning provides conceptual foundation for the research into applied 
management knowledge and learning in the context of hospitality industry.
The main question of this research is:
W h a t  d o  p r o s p e c t i v e  m a n a g e r s  n e e d  t o  k n o w  a n d  t o  l e a r n  w h e n  t r a n s f e r r i n g  
f r o m  t h e  c o n t e x t  o f  m a n a g e m e n t  e d u c a t i o n  t o  t h a t  o f  m a n a g e m e n t  p r a c t i c e ?
That is: how do managers access knowledge and how do they make use 
of what they access.
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It seeks to give direction to the solution of the transfer problem that the 
providers of education have to contend with i.e. how knowledge transfers 
between education and the workplace (Eraut, 2004). Though writers such as 
Brouwers et al. (2002:75), present competences as “a key notion in the link 
between education and the labour market”, the way this happens seems 
unclear. In evaluating performance also, there is often some discussion on 
whether what is sought after; i s  k n o w l e d g e  o r  c o m p e t e n c e ?
Extending this query to learning is the question of whether the goal of 
education is competence or knowledge (Kirschner, 2000). There is often an 
issue of whether competence leads to effective use of knowledge or 
possession of knowledge leads to competent behaviour. Coupled with this, is 
the idea that what is sought after in a professional practice is rather expertise 
which is seen by Sternberg (1997) as a multidimensional prototype covering 
the possession and varying degrees of knowledge usage (cited in Tynjala, 
1999).
Though the current trend in literature is to discuss knowledge and learning 
from both an individual and social perspective, this review is basically on 
individual knowledge and learning perspective with some interjections on 
social perspectives to enhance the understanding of how the learning 
environment affects learning. Extracting knowledge as a key factor in 
managerial competence development, calls for developing some perspective 
regarding what knowledge is and what it is not.
The next section develops some perspective regarding what knowledge is, 
problems of knowledge and applied knowledge.
It must be understood from the onset, however that, a collection of data is not 
information, a collection of information is not knowledge, and a collection of 
knowledge is not wisdom while a collection of wisdom is not truth.
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The idea here is that data, information, knowledge, wisdom and also 
understanding are more than simply a collection of separate entities but rather 
a situation of a whole being bigger than the sum of its parts with a synergy of 
its own (Fleming, 1996 in Bellinger, 1997).
The following sections will discuss basic conceptions on knowledge and the 
related theories of knowledge, looking at what is knowledge, its characteristics 
and how it is created, stored and transferred to application. It will be argued 
here that developing personal knowledge takes more than looking at 
codifiable aspect of content knowledge. It also needs the consideration of 
none ‘codifiable’ but ‘learnable’ knowledge that may be tacit or implicit in 
nature, thus calling for different approach to both acquisition and transfer to 
application.
2.2. Conceptions of knowledge
To begin with, we join Biggams in asking:
“What constitutes knowledge? [...], what is knowledge [...] does it differ from 
opinion or belief? [...] are there different types of knowledge...?”(2001:2)
As an attempt to answer the above questions, an overview and different 
conceptions of knowledge and different models/ frameworks used to 
investigate knowledge will be described and examined starting with its 
definition. The aim is to provide an overview of the literature to serve as a 
base for analysing the answers to the research questions in relation to 
knowledge applied to managerial work.
It is a truism that knowledge can be analyzed from different angles in 
accordance with several scientific disciplines, with definitions often placed in 
the context of what aspects of knowledge is being investigated. The concept 
of knowledge is often viewed from a knowledge management perspective, 
where the preoccupation is on information technology. As a construct, 
knowledge management is broadly understood as “any process or practice of 
creating, acquiring, capturing, sharing and using knowledge where it resides
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to enhance learning and performance in organisations”(Quintas et al.,1997 in 
Kautz and Thaysen, 2001:349). The context of this discussion is however not 
on the practice of knowledge management or organisational knowledge. 
Practice of knowledge management is therefore beyond the scope of this 
discussion.
According to Jarvis (1983), Alavi and Leidner (2001), and Newell et al. (2002), 
this question of defining knowledge is not new. For, since the classical Greek 
era, philosophers have contended with it, leading to many epistemological 
debates which are beyond the scope of this review. It is worthy of note 
however that, literature positions the ‘what’ and the ‘nature’ of knowledge as 
grounded in Polanyi’s (1962) work which was drawn from Plato’s original 
definition of knowledge as “justified true belief (cited in Newell et al., 2002).
This section attempts to define what is meant by knowledge, and the 
perspective on knowledge in contemporary discourse. It must be noted that 
despite the often mentioned difficulties in defining and identifying what 
knowledge is, its importance as a primary resource cannot be 
overemphasised. Thus it is important here to identify and define knowledge 
within the context of this research.
2.2.1 Defining knowledge
The literature defines knowledge in different and often controversial ways with 
one set of definitions distinguishing it from information (Abkar, 2002).
Polanyi’s (1962: 44) notion of ‘personal knowledge’ has advanced the 
understanding of what knowledge is all about -  ‘a l l  k n o w i n g  i s  p e r s o n a l  
k n o w i n g - p a r t i c i p a t i o n  t h r o u g h  i n d w e l l i n g ’ . In his pioneering work on personal 
knowledge, he provided a comprehensive model of knowledge by defining 
three levels of knowing:
• S k ill- acting according to rules
• Know-how -  skill plus acting in a social context, and
• Expertise -  know-how, plus the ability to influence
the rules and domain of knowledge.
The expertise level is presented as recursive or reflexive as it acts on itself. In 
other words he presents knowledge as “an activity which would be better 
described as a process of knowing” (cited in Spiegler, 2000:10).
Spiegler’s collection of “sample of definitions of knowledge includes these:
• Knowledge is the power to act and to make value-producing 
decisions (Kanter, 1999, Polanyi, 1962).
• Knowledge is information made actionable in a way that adds value
to the enterprise (Vail, 1999);
• it is a mission specific professional expertise (King, in Bourdreau
• and Couillard, 1999 ); and,
• knowledge is things that are held to be true in a given context and 
that drive people to action (Bourdreau and Couillard, 1999).
He went on to state that, the components of knowledge found in literature 
comprises; r u l e s  o f  t h u m b ,  v a l u e s  a n d  b e l i e f s ,  e m o t i o n s ,  n e e d s ,  d e s i r e s ,  
s o c i a l i z i n g  I n t o  a  c u l t u r e ,  c o n t e n t ,  e x p e r i e n c e ,  b a s i c  t r u t h s ,  b e s t  p r a c t i c e s ,  
c o m m o n  s e n s e  a n d  j u d g e m e n t .  These factors together with information and 
data result in the generation of new data, information, and/or knowledge.
He asserts that the difficulty in finding a unified definition rests on the inherent 
contradiction that “ k n o w l e d g e  r e s i d e s  I n  a  p e r s o n ’s  m i n d ”  (Alavi and Leidner, 
1999) and at the same time has to be captured, stored, and reported 
(Spiegler, 2000:9).
The management literature presents definitions that stress the two main 
approaches: the ‘ t e c h n o - c e n t r i c ’ and the ‘h u m a n  r e s o u r c e ’ approaches 
(Malhotra, 1997, 1998 cited in Albino et al. 2001). The former is based on the 
interpretation of knowledge in line with information theory while the latter 
focuses on knowledge as strictly related to human behaviour. Albino et al. 
(2001), based on these two approaches defined knowledge, as;
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“an abstract entity consciously or unconsciously created by an individual 
through an interpretation of information sets that have been acquired through 
experience and the consideration of that experience, thus providing its owner 
with a mental and /or physical skill within a given ‘art’(Albino et al.,2001:414).
They claim that their definition though having an individual focus is also 
applicable to organisational investigation and in line with both the knowledge- 
based and resource -based view of the firm (Conner and Prahalad, 1996; 
Grant and Baden-Fuller, 1995; Kogut and Zander, 1992, 1996 cited by Albino 
et al., 2001:414). They infer that their definition takes into consideration, the 
perspective of three interconnected knowledge characteristics, the structural, 
functional and process perspectives from which the knowledge construct can 
be viewed. These are further discussed later in this chapter.
Davenport and Prusak define knowledge as:
“...a fluid mix of framed experiences, values, contextual information and 
expert insights that provides a framework for evaluating and incorporating 
new experiences, and information. It originates and is applied in the minds of 
knower. In the organizations, it often becomes embedded not only in 
documents or repositories but also in organizational routines, processes, 
practices, and norms” (2000:5).
Here, the dynamic character of knowledge is presented while displaying the 
different perspective inherent in the concept such as being both structured 
and fluid and residing in both humans and firms.
In their theory of knowledge-creation process, Nonaka et al. (1994 in Nonaka 
et al., 2000:7) adopted the perceived traditional definition of knowledge as 
‘justified true belief but placed their focus on the ‘justified’ rather than the 
‘true’ aspect of the belief. They assert that the western epistemology that 
places emphasis on the ‘truthfulness’ as essential attributes connote a static 
non-human view of knowledge, instead of a dynamic construct which is 
created through social interactions among humans and therefore has a 
context specific nature. Their view is that, knowledge without a context 
dimension is not knowledge but information. Whereas traditional epistemology 
equates knowledge with objective “truth” which exists in its absolute static and
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non-human forms, modern epistemology views knowledge as the process of 
“justifying personal belief in pursuit of truth (Nonaka, 1994).
Defining knowledge as ‘a justified belief that “increases an entity’s capacity 
for effective action” (Nonaka, 1994 in Alavi and Leidner, 2001) presents a 
broad definition as it includes experience, and bridge the chasm to 
organizational knowledge (Alavi and Leidner, 2001 citing Huber, 1991 and 
Nonaka, 1994).
Yang (2003), in proposing a holistic theory of knowledge defines knowledge 
as
“human beings’ understanding about the reality through mental 
correspondence, personal experience, and emotional affection with outside 
objects and situations” (2003:108).
The argument here is that, knowledge, as a social construct, results when 
human beings by interacting with their environment, try to understand reality 
by the learning and accumulation from these personal and social life 
experiences. What is learnt is believed to be shaped by the personal inner 
factors and outside environmental factors. Mental, behavioural and emotional 
processes serve as link and channels through which the inner states are 
linked to the outside reality.
In considering the knowledge used by professionals in their jobs, Jarvis (1983) 
presents his proposed working definition stating:
“Knowledge may be seen as a level of awareness, consciousness or 
familiarity gained by experience, learning or thinking”. In other words, 
knowledge connotes a ‘state of consciousness’ (1983:66).
From Eraut, Personal knowledge means:
“The cognitive resource which a person brings to a situation that enables 
them to think, interact and perform. This incorporates codified knowledge in 
its personalised form, together with procedural knowledge and process 
knowledge, experiential knowledge and impressions in episodic memory. 
Skills are part of this knowledge, thus allowing representations of 
competence, capability or expertise, in which the use of skills and 
propositional knowledge are closely integrated” (Eraut, 2000:114).
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Though these definitions for knowledge seem to be different, the common 
thread is that knowledge is multifaceted, tied to human beings (individually or 
collective) and their experiences combining practice with theory. It is basically 
created by humans using what they know already and allows the holders of it 
to integrate new knowledge for application to their activities.
In this study, having knowledge is considered as the individual's ability to draw 
distinctions within a collective domain of action, based on an appreciation of 
context or theory or both (Tsoukas and Vladimirou, 2001). It is therefore “a 
dynamic human process of justifying personal belief towards the ‘truth’”— 
Nonaka and Takeuchi (1995).
2.2 .2 Characterising knowledge
As a concept, knowledge may be viewed from varying perspectives. Most of 
the available approaches are based on “a dichotomous classification of the 
nature of knowledge, discerning tacit from explicit knowledge” (Albino et al., 
2001:4ness of this dichotomy, in terms of helping to évalué the type of 
knowledge needed in real life decision making in organisational performance, 
is however not without problems. Two sets of perspective, one from Albino et 
al, (2001) and the other from Alavi and Leidner (2001), together with similar 
views to these two frameworks will serve as basis of discussing the nature of 
knowledge as it relates to this research.
These bear much resemblance with their discursive underpinnings and are 
therefore presented together. Also factored are the metaphors of knowledge 
as “object, asset, mind, commodity and discipline” that emerged from Schultze 
and Leidner’s (2002:213) study on the discourses and theoretical assumptions 
made when studying knowledge management. To them using these 
metaphors help “in shaping and communicating the meaning of abstract, 
poorly understood phenomena [...] such as knowledge as it helps to capture 
the underlying assumptions about knowledge” (2002:214).
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These metaphors are identified within the frameworks being used to 
characterise knowledge.
Using a knowledge management approach, Alavi and Leidner (2001:111), 
present six different knowledge perspectives namely:
• K n o w l e d g e  v i s  a  v i s  d a t a  a n d  i n f o r m a t i o n  - Data is facts. Information is 
processed/interpreted data. Knowledge is personalised information.
• A c c e s s  t o  i n f o r m a t i o n -  Knowledge is condition of access to information.
• C a p a b i l i t y -  Knowledge is the potential to influence action
• P r o c e s s -  Knowledge is the process of applying expertise.
• O b j e c t -  Knowledge refers to objects, which can be stored and 
manipulated.
• S t a t e  o f  m i n d -  Knowledge is the state of knowing and understanding.
Albino et al. (2001) defined knowledge from the s t r u c t u r a l ,  p r o c e s s  a n d  
f u n c t i o n a l  p e r s p e c t i v e ,  while Newell et al. (2002) also defined knowledge from 
the structural and process perspectives. The nature of knowledge is thus 
discussed based on the structural, process and functional perspectives, in 
order to appreciate how it affects the acquisition and transfer process.
2.2.2.1 The Structural perspective
The structural view perceives knowledge as an object, which implies that it
must have some representation of it. Knowledge as an object implies that it
can exist outside an individual, manipulated and stored in the absence of a
human knower and can be transferred to both humans and machines. Taking
this view also draws in the associated view of knowledge as m e m o r y  (Stein
and Zwass 1995 and Wijnhoven, 1999), as i n f o r m a t i o n  (Hightower and
Sayeed, 1996) and as s t o c k  (Choudhury and Sampler, 1997; Ouksel et
al. 1997; all cited in Schultze and Leidner, 2002).
Knowledge as an object is operationalised as:
“an abstract entity consciously or unconsciously created by an individual 
through an interpretation of information sets that have been acquired through 
experience and the consideration of that experience, thus providing its owner 
with a mental and /or physical skill within a given art” (Albino et al., 2001:414).
Swt^ Aon, 6 .91. 31
Here knowledge is looked at from an angle of a discrete, objective, largely 
cognitive entity.
From this perspective, knowledge may be systemized and represented in 
different ways depending on the nature of the knowledge. Explicit knowledge 
which is akin to information is the external representation while tacit is 
internally represented in the mind as mental models, which are described as 
the internal systems of information used in cognitive activities such as 
problem solving and decision making. Thus, the structural view differentiates 
knowledge from information and data and points out that knowledge is formed 
by information which is also formed from data. Here, the difference between 
them is based on the hierarchical distinction as presented further below in this 
section, stating that data are measures, information, a set of data of a variable 
which is recorded and classified but independent of owner while knowledge is 
not neutral but is related to an owner who gives it interpretation.
From this perspective, knowledge is something that can be possessed by 
people or organizations. This leads to the existence of frameworks which help 
to bring understanding to what types of knowledge are involved in knowledge 
creation.
These views lead to the three main frameworks that yield themselves for 
analysis. The Nonaka (1994) framework proposes a four fold classification 
(discussed under taxonomies) which emerges from the transformation of both 
explicit and tacit knowledge; basing it on his perception of individual cognition 
playing an important role in knowledge creation. Spender’s (1996, 1998), 
highlights an important distinction between individual and social knowledge by 
contrasting the explicit knowledge that individuals feel they possess with the 
collective knowledge on which this explicit knowledge actually stands.
That of Blackler (1995) suggests the existence of five different types of 
knowledge, namely e m b r a i n e d ,  e m b o d i e d  e n c u i t u r e d ,  e m b e d d e d  and 
e n c o d e d  knowledge, all occurring at either individual or collective level (For
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more details see Newell et al. (2002).Presenting knowledge from a structural 
dimension includes looking at the hierarchical and the objective/subjective 
view which are now presented below:
T h e  h i e r a r c h i c a l  v i e w :  D a t a ,  i n f o r m a t i o n  a n d  k n o w l e d g e  
Distinguishing among data, information and knowledge is one way of 
perceiving what knowledge is (see for example Akbar, 2003; Kock et al., 
1997; Zeleny, 2002; Martz et al., 2003 and many others as cited in Tsoukas 
and Vladimirou, 2001 and Davenport and Prusak, 1998; Kogut and Zander 
,1992). This distinction has often been made in the literature notably in 
Information Technology literature (Alavi and Leidner, 2001), with the 
assumption that if they are not different then knowledge management as 
previously defined has nothing new to offer.
An understanding of the related concepts of data and information to 
knowledge and their relationship with knowledge is important, if what is meant 
by knowledge applied by managers is to be fully understood. These concepts, 
often confused and sometimes used interchangeably, are distinct though 
closely related. Since managers are exposed to all of them in their job role, it 
is important to clarify what is meant by each of them. A few definitions are 
thus presented to bring home the aspects of these concepts as they relate to 
the present study. Managers in their job roles come into contact with all three 
components and therefore it must be made clear which ones they deal within 
each context.
D a t a  is defined as “a set of raw facts or elementary descriptions of things” 
which can be recorded, stored and classified but not organised in anyway to 
convey any specific meaning (Turban and Alvonson, 2001, cited in Martz and 
Shepherd, 2003). Without relating it to anything else in space or time data is 
seen as an out of context concept. Though conveying no meaning, data 
serves as a raw material for information creation and becomes information 
when placed in a context. Whether data is presented as description of things, 
events, activities and transactions, its representation can be in the form of
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2numeric, alphanumeric, figures, sounds or images. Information can be 
described as the understanding of the relationships between pieces of data 
and other information (Martz and Shepherd, 2003). Thus, information is data 
which has been enriched by a context, giving it a specific meaning. This 
information can be exchanged between senders and receivers with meaning 
that can be semantically analysed. This serves as a base for knowledge when 
a frame of interpretation is added to information.
Kock Jr et al. (1997), present data only as a carrier of or a means through 
which both knowledge and information are stored and transferred. Though 
knowledge and information are communicated through data and by means of 
data storage and transfer devices and systems, their communication from a 
person to another requires their encoding to data.
A clearer distinction of these concepts offered by Davenport and Prusak 
(1998), is presented below(figure 2.1), defining data as discrete and objective 
facts about events; information as a message that has a sender and a 
receiver, being data with value added by being contextualised, categorised, 
calculated, corrected or condensed.
Data
Contextualisation 
Categorisation 
Calculation 
Correction
Information
Comparison
Consequences
Connections
Knowledge
Figure 2.1 the hierarchical view of data, information, and knowledge: Davenport and 
Prusak 1998)
According to Alavi and Leidner (2001:109),
“ commonly held view with sundry minor variants is that data is raw numbers 
and facts, information is processed data, and knowledge is authenticated 
information” (citing Dreske, 1981; Machlup, 1983; Vance, 1997).
Relating information to knowledge, Nonaka (1994), places emphasis on the 
semantic aspect of information that creates knowledge. He proposes that
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knowledge results from the way in which the information is conveyed and the 
meaning that the recipient infers from the information. His perspective is that 
knowledge is person embedded and constructed from social relationships, 
arguing that knowledge could not simply be processed as information due to 
its nature of being continuously re-created, and re-constituted through a 
dynamic, interactive social activity (Kautz and Thaysen, 2001:349). These in 
effect imply that the same information may yield different things and therefore 
lead to creation of different types of new knowledge (cited in Newell et al., 
2002).
For Bell (1999):
• Data represents an organised sequence of given items or events;
• Information is the context-based arrangement of the items whereby 
relationships between them are shown;
• Knowledge is the judgement of the significance of event and items, which 
comes from a particular context and or theory.
Bells’ definition underlies his view that the three concepts can be arranged on 
a single continuum depending on the extent, to which they reflect human 
involvement with, and processing of, the reality at hand. The differentiation 
here lies in the fact that knowledge presupposes values and beliefs (Tsoukas 
and Vladimirou, 2001; Morton, 1997). It is said that a p e r s o n  u n t r a i n e d  i n t o  a  
p a r t i c u l a r  a c t i v i t y  h a s  o n l y  a  r u l e - b a s e d ,  u n d i f f e r e n t i a t e d  o u t l i n e  o f  i t  i n  t h e  
m i n d  i n s t e a d  o f  a  s e t  o f  r e f i n e d  d i s t i n c t i o n s  (Dreyfus and Dreyfus, 1986 as 
cited in Tsoukas and Vladimirou, 2001).
Spiegler (2000), taking a knowledge management perspective presents a 
model (see figure 2.2 below) that displays the range of dimensions of 
knowledge, using the data/information/knowledge framework.
He shows in his model how knowledge relates and distinguishes from various 
terms and concepts; tying in wisdom and related concepts.
As transformations in the process of knowing:
• Data (bases) represent, record, store, and maintain those attributes
• Information is “ k n o w i n g - t h a t ”  and is the result of data processing 
operations such as organizing, sorting, etc.
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• Knowledge is defined as “ k n o w i n g - h o w ”  and is a consequence of 
information processing operations.
• Wisdom is “knowing when” and/or “if. Knowledge contributes to 
wisdom through activities such as discovery, inference, values, 
experience and more.
His overall position is that:
“Yesterday’s data are today’s information and tomorrow’s knowledge which in 
turn recycles back through the value chain into information and then into data” 
(Spiegler, 2000:3).
Figure 2.2: M o d e l  o f  h i e r a r c h i c a l  p r e s e n t a t i o n  o f  k n o w l e d g e  i n  r e l a t i o n  t o  d a t a  
a n d  i n f o r m a t i o n  a d a p t e d  a s  p r e s e n t e d  b y  S p i e g l e r  ( 2 0 0 1 : 1 4 )
PjepreseatatisiL Reccsrdiug. Storage
Data
Data Proces^ ins ; Orgaaiziiig, Sorting. 
Calculating, Retrie\Tug, Reponiug
Information
Infgniiatiou Proces i^aiz
QnautificEdon, Qualificatiou. 
Cluiceiiug, Learning, Disseminating
Disco ver}', Inference, Values, 
Judgement, Intuition, Abstraction
Knowledge
-Wisdom
(Source: Spiegler (2000:14): knowledge terms and transformations)
This is an interesting view as it seems to incorporate both the commonly 
accepted ascending hierarchy and the descending deviation offered by Toumi 
(1999 cited in Alavi and Leidner, ibid). Whiles agreeing to a hierarchy of data 
leading to information and information to knowledge, Tuomi (1999) believes 
that it is rather in a reverse format starting with knowledge and flowing to data. 
He makes a claim that, there must be knowledge before information can be 
formulated and before data can be measured to form information. This is
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because to him, data can only be identified and collected based on knowledge 
processes. His view is that an articulated, verbalised, and structured 
knowledge becomes information which when it gets assigned a fixed 
representation and standard interpretation, becomes data. This promotes the 
view that knowledge does not reside outside the knower.
Inspite of the popularity of this hierarchical view with many authors, 
(Davenport and Prusak, 1998, and Sutton, 2001), it is claimed that this 
presumption of a hierarchy with each having variation along certain 
dimensions such as context, usefulness, or interpretation when placed under 
scrupulous evaluation rarely survives. For Alavi and Leidner, what serves as 
needing distinction among them is not found in their content, structure, 
accuracy, or utility of the supposed information or knowledge but rather the 
fact that knowledge cannot exist outside a knower and that it is information 
possessed in the minds of individuals. This personalised information may not 
necessarily be new, unique, useful or accurate but related to facts, 
procedures, concepts, interpretations, observations and judgement 
(2001:109).
Knowledge is seen as indelibly shaped by both the needs and initial stock of 
knowledge of the one seeking knowledge (Fahey and Prusak, 1998; Tuomi, 
1999 cited in Alavi and Leidner, 2001) ,stating that knowledge results from 
cognitive processing which is triggered by the inflow of new stimuli. Their 
proposition based on this stand is that:
“[...] information is converted to knowledge once it is processed in the mind 
of individuals and knowledge becomes information once it is articulated and 
presented in the form of text, graphics, words, or other symbolic forms”.
In the organisational context, data deals with the representation of facts or 
values of results with the relations between data and other relations having 
the capacity to represent information. The kinds of pattern of the relationship 
that exist between data and information together with other patterns also have 
the capacity to represent knowledge. When one is able to amass sufficient 
data and information to form a complete pattern that he or she understands,
u^A^Aon, s. 91.. 3 7
&iojiteA 2
then he will be credited with having knowledge (Bellinger, 1997). Knowledge 
is therefore only of value if it can be used effectively and efficiently. The views 
emanating from the idea of information/knowledge dichotomy are now 
presented:
H a r d  a n d  s o f t  k n o w l e d g e
Kogut and Zander (1992) contribute to the information /knowledge dichotomy, 
by dividing the concept of knowledge into at least two dimensions, h a r d  a n d  
s o f t .  The hard side represents information and the soft side the know-how. 
The hard side (information) is easily transmitted without a loss of meaning 
provided the sender and receiver are familiar with the context, making it easily 
accessible to others as long as there is certain pre-understanding. The softer 
side of knowledge, often referred to as know-how is “ t h e  a c c u m u l a t e d  
p r a c t i c a l  s k i l l  o r  e x p e r t i s e  t h a t  a l l o w s  o n e  t o  d o  s o m e t h i n g  s m o o t h l y  a n d  
e f f i c i e n t l ÿ '  (von Hippel, 1988 in Kogut and Zander, 1992). Know-how, they 
claim, is embedded in work structures and interactions of employees within 
organisational context.
O b j e c t i v e / s u b j e c t i v e  d i v i d e
From the objective/subjective divide, information has an objective and 
knowledge a subjective dimension. As such, information provides a 
qualitative measure of shape, pattern or order that can be instantiated in 
material form, thus its objective characteristic and property of being sharable 
and communicable ( MacFarlane, 1998).
Sabherwal and Becerra-Frenandez (2003) supporting this subjective view 
sees knowledge as -  a secure set of beliefs which integrates abstractions 
from our experience into a capacity for effective action. Considering the work 
of others (see Alavi and Leidner, 2001:110) they present the objective view 
which posits that knowledge as a thing could be stored and manipulated. 
Taking it from a p o s i t i v i s t ’s / h e r m e n e u t i c  p e r s p e c t i v e ,  Dahlbom and 
Mathiassen (1993 cited in Kautz and Thaysen,2001:349),puts up an argument 
that a positivist perspective presents knowledge as being like information
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which can be collected, processed; an objective commodity that could be 
bought, classified or measured; with the hermeneutic perspective on 
knowledge as being a subjective enlightenment, a personal property, which 
though difficult to share could be shared provide there was a mutual respect 
and understanding between the parties.
O n t o l o g i c a l / e p i s t e m o l o g i c a l
Knowledge can also be viewed from an ontological/epistemological dimension 
where the former relates to the nature of knowledge-related phenomena. It 
differentiates between levels of knowledge in terms of individual, group and 
organisational and inter-organisational level. From the epistemological angle 
it focuses on whether knowledge is tacit or explicit.
Scarbrough and Burrell (1996) extend the epistemological position by arguing 
that there exist content theories of knowledge and relational theories of 
knowledge. The content theorists support the objective nature of knowledge 
and assert that knowledge has some technical substance, and can be 
developed, possessed and traded by an individual. The relational theorists 
view is that knowledge is seen as needing understanding and not as a free- 
floating entity and certainly not as an approximation to scientific truth, but 
primarily in terms of social relations. They therefore see knowledge as being 
selectively available to particular groups on the basis of class, gender, etc. 
and thus implicated in the production of social relations, and in the unequal 
distribution of power. The point is that it is not what knowledge is that matters 
but what counts as knowledge. This implies that, one can lay claim to 
knowledge, rather than possess knowledge.
To summarise, the structural view concentrates on the character of knowledge 
which dwells on how it can be used and stored, distinguishing between the 
types that can be codified and therefore easily possessed as compared to that 
that which does not reside outside the knower and therefore needs a knower 
to carry.
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2.2.2.2 The Process perspective
This suggests that knowledge is rooted in action and social practices and as 
such, knowing is as important as knowledge. From this perspective, an 
understanding of what knowledge is calls for attention to be paid to the 
process and practices of knowing instead of the structural view that seeks to 
answer “what is knowledge”.
The process view, according to Schultze and Leidner (2002:221) who cite the 
following authors operationalises knowledge as expertise (Stein, 1992), 
competence (Andreu and Ciborra,1996), familiarity (Shaft and Vessey,1995) 
and job experience measured in terms of tenure (Kirsch and 
Cummings, 1996). The interpretation process which may call for the use of 
both new as well as existing information gives knowledge its process 
characteristics, which may result in the development or maintenance of 
previous knowledge (Daft and Weick, 1984 in Albino et al., ibid). The process 
view focuses on the application of expertise; and on the processes or 
practices of knowing (Newell et al., 2002:7). This supports the premise that 
knowing about something is not the same as being able to carry out the task 
or activity. For example, knowing the recipe of icing a cake is not the same as 
being able to ice the cake. This view supports the explicit/ tacit dichotomy.
K n o w l e d g e  a n d  k n o w i n g
The process view presents knowledge as inherently social and embedded. It 
is therefore suggested that the processes of knowing and knowledge are 
inextricably linked.
This is highlighted by Cook and Brown:
“Individuals and groups clearly make use of knowledge, both explicit and tacit, 
in what they do; but not everything they know how to do, we argue, is 
explicable solely in terms of the knowledge they possess. We believe that... 
individual and group action requires us to speak about both knowledge, used 
in action and knowing as part of the action” (Cook and Brown, 1999:382-3).
Rather than competing, knowledge and knowing must be seen as mutually 
enabling with knowledge serving as a tool for knowing while knowing serves 
as an aspect of ones interaction with the social and physical world. The 
interplay of the two. Cook and Brown (1999), claim may result in generating 
either new knowledge or new ways of knowing or both.
They accordingly use the term “knowing” when referring to the epistemological 
dimensions of action itself, situating “knowing” as part of action rather than 
something used or necessary to action. It is seen as the epistemic work that is 
done as part of action-a concrete, dynamic human action. They maintain the 
view that knowledge as compared to knowing is something that is possessed 
including concepts, rules and procedures etc and is abstract and static in 
nature.
Knowledge is described as “a state or fact of knowing" with knowing being a 
condition of “understanding gained through experience or study; the sum or 
range of what has been perceived, discovered or learned” (Schubert et al 
1998 in Alavi and Leidner, ibid). The state of the mind perspective deals with 
how individuals are enabled to increase their personal knowledge and apply it 
to organisational needs. This increase in personal knowledge, a process view 
is supported by the theory of expertise as discussed below. Seeing knowledge 
as key driver of performance, effectiveness and efficiency connotes the asset 
metaphor.
K n o w l e d g e ,  s k i l l ,  e x p e r t i s e / c o m p e t e n c e
Eraut et al. (2004) declare a need to establish a position on the “contested 
concepts of knowledge, skills and competence” which they view as 
dominating discussions on the outcomes of learning based on Eraut’s 
previous work (2000). They claim that knowledge is made up of what Eruat 
called cultural or codified academic knowledge and personal knowledge as 
defined by skills. To them it is seen as both a form of knowledge whether 
seen as cultural and personal knowledge depends on focus of attention. Skills
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are present at two levels. One level represents actions believed to be used on 
procedural memory alone, and the other level, usage relating to processes, 
constructed from a mixture of procedural and other forms of knowledge. 
Competence on the other hand may either refer to a personal attribute or 
quality or as having a social-centred definition of competence as meeting 
other people’s expectations.
Zelenyi (2002) distinguishes between skill, knowledge and expertise by 
proposing that skills are considered to be present when the rules for action 
are internally established and controlled by the individual, thus making it 
validated by the action itself. Knowledge, on the other hand is present when 
the rules of co-ordination are established externally by social context with 
expected outcome being socially validated, usually among peers, or 
professional institutions that establish the rules.
Kirschner et al. (1997) distinguishing between knowledge, cognitive skill and 
competence regards competence as ' ‘ t h e  w h o l e  o f  k n o w l e d g e  a n d  s k i l l s  w h i c h  
p e o p l e  h a v e  a t  t h e i r  d i s p o s a l  a n d  w h i c h  t h e y  c a n  u s e  e f f i c i e n t l y  a n d  e f f e c t i v e l y  
t o  r e a c h  c e r t a i n  g o a l s  i n  a  v a r i e t y  o f  c o n t e x t s  o r  s i t u a t i o n s ” ( 1 5 1 ) , a n 6  state that 
knowledge i s  “ r e f e r r e d  t o  v a r i o u s l y  a s  ‘k n o w i n g  t h a t ’, ‘d e c l a r a t i v e  k n o w l e d g e ’, 
‘c o n c e p t u a l  k n o w l e d g e ’, ‘v e r b a l  k n o w l e d g e ’, ‘p r e p o s i t i o n a l  k n o w l e d g e ’, ‘a n d  
‘s u b s t a n t i v e  k n o w l e d g e ’ with a common concern for representation of the 
facts, concepts, principles, procedures and or/theories in a certain domain.
They present knowledge as fact instead of procedures which are 
characterised by learning, remembering and/or reproducing and not by 
carrying out of higher order processes upon them or with them.
They define skill in the same manner as knowledge ; stating that it can be 
referred to as ‘o p e r a t i o n s  o n  k n o w l e d g e ’  a n d  ‘o p e r a t i o n s  w i t h  t h e  m i n d ’, 
‘k n o w i n g  h o w ’, ‘p r o c e d u r a l  k n o w l e d g e ’, ‘i n t e l l e c t u a l  s k i l l s ’, ‘m e n t a l  p r o c e s s  o r  
o p e r a t i o n ’, and many others.
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They however lean towards the one that presents skill as consisting of 
operations or actions and measured by how well it is displayed by the one 
who possess it (Crombag et al., 1979 cited in Kirschner et al., 1997:152).The 
key characteristic being that the learner “must carry out higher order 
processes with or upon the knowledge gained”. Comparing it to what they 
regard as knowledge which can be identified and acquired at one go, skill is 
not easily identifiable and hardly acquired at one go. They also give a 
simplistic definition of 'knowing' as knowledge and ‘performing’ as skill.
Riley et al. (2002) note that “skill is always surrounded by controversy 
because perceptions of skill are highly subjective and relative” (Baum, 
2002:344). Expertise on the other hand, consists of the acquired skills and 
knowledge in a specific domain and is acquired rather than innate (Simonton, 
2003:215).
From their often referenced work on development of expertise, Dreyfus and 
Dreyfus (1986) which looks at how skills are acquired (Sadler-Smith, 2006; 
Quinn et al., 1990 in Walo, 2000), becoming a ‘Master Manager’ which calls 
for the mastering of the activities associated with effective management takes 
time through a learning process which is said to evolve through a five stage 
process:
1. The Novice -learning the facts and rules
2. The Advanced Beginner -applying these rules to specific real world
situations
3. Competence -Gaining an appreciation of the complexities
of tasks and recognising a larger set of cues 
from which the most important are selected
4. Proficiency -Unconsciously reading a
particular situation and dealing with 
seemingly contradictory demands
5. Expertise -effortlessly meeting the contradictions of
organisational life and having a holistic 
perspective and deep understanding of the 
situation.
(Quinn et a!., 1990:314-315 cited in Walo, 2000:75)
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This process as presented above which is said to bring together situational 
understanding, routinized action and decision making to model the 
development of expertise (Sadler-Smith,2006; Walo,2000), is illustrative of 
the notion that, managers emerge through a learning process and their 
effectiveness increases as they gain experience from what they do. From the 
above, it can be argued that though competency or competence seems to 
dominate most research on managerial effectiveness, it is only a stage in the 
journey of managerial development.
What follows is the view that concerns ownership of knowledge.
2.2.2 3 The functional perspective
The functional point of view concerns the ownership of knowledge by a 
cognitive system in the form of a human or an organisation and defines its 
skills and competencies and enables the holder of knowledge to perform, 
stating further that “every skill always refers to a specific task, defined as a 
goal that can be achieved in a given condition” (Schultze and Leidner, 
2002:221). The ability involved by the ownership of that knowledge is what 
serves as the functional characteristic of the knowledge. In effect, to 
systematically be able to perform a specific task or activity calls for a physical 
or mental ability based on knowledge that will be applied to be able to 
interpret the data which has been given. This view is in line with the view of 
developing expertise.
Other ancillary views
Alavi and Leidner (2001:111) includes in their six list a perspective that sees 
knowledge as a condition for information access and the capability 
perspective where knowledge has a potential for influencing future action, 
extending it further with Watson’s (1999) view of suggesting that, the 
capability is more to do with capacity to use information; learning and 
experience result in ability to interpret information and to ascertain what 
information is necessary in decision makingAII these perspectives influence 
the way or strategies to be used to manage knowledge in organisation by 
managers.
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The above has displayed how authors with differing objectives have defined 
and characterised three concepts of knowledge. To sum up, knowledge is 
viewed as an economic resource, which results out of human processes with 
both explicit and tacit dimensions. Though it can result out of processing data 
and giving meaning to it, it differs from both information and data. Different 
interpretation of knowledge exists and as such, when considering the 
acquisition and application of knowledge what is sought after must be clear.
2.3 Taxonomies of Knowledge
There are different kinds of knowledge which are often divided into different 
categories. The distinction of knowledge categories is said to go back to 
the Greek philosopher Aristotle who classified knowledge as e p i s t e m e ,  
t e c h n e  and p h r o n e s i s .  The episteme represents theoretical, general 
knowledge i.e. knowing that ‘something is’, a type of knowledge 
represented in form of information such as rules, procedures or standards. 
T e c h n e ,  which represents practical knowledge deals with doing something 
achieved through observation, studies and descriptions that contains 
information but only considered as knowledge upon application in practice. 
P h r o n e s i s ,  on the other hand -  is the knowledge that involves individual or 
group values, understanding of, and attitudes towards what to do and how 
to behave in certain social environments. This is communicated through 
stories and rituals. The theoretical knowledge here is therefore similar to 
the explicit, with the practical one to tacit. The social seems to include both 
tacit and explicit and resembles Yang’s (2003) emancipatory knowledge. It 
must be noted however that both theoretical and practical knowledge 
complement rather than oppose each other (Kautz and Thaysen, 2001).
Varying dimensions of knowledge are presented in literature drawing 
extensively on Polanyi’s (1966) distinction between focal and subsidiary 
awareness. The general approach however is the distinction made from a 
duality perspective in literature. Some present explicit / tacit component, 
declarative (know-about/what)/procedural (know-how), causal or 
conceptual (know-why)/ conditional (know-when), and relational (know-
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with) (Zack, 1998c cited in Alavi and Leidner, 2001:112). Taxonomies are 
also said to include episodic and semantic memory (Stein and Zwass, 1995 
in Schultze and Leidner (2002:222) and terminological, domain, and 
problem-solving knowledge (Dhaliwal and Benbasat 1996 in Schultze and 
Leidner (2002:222). Each of these is employed depending on the context of 
discussion. The tacit-explicit knowledge classification however seem to be 
the most widely cited and used, despite the fact that others exist.
To Alavi and Leidner (2001), the other sundry classifications all find their 
roots in the tacit /explicit dimensions, thus serving only as what to them are 
“recondite subtleties” of the tacit -explicit dimensions. An example being 
the declarative/explicit which is formal and systematic and can be 
articulated and transferred between individuals by way of manuals, books 
and articles, tells us why things work and the procedural/tacit which results 
from people's subjective insights, experiences acquired over years, and 
intuitions and not easily expressed or shared. In the following sections 
some of the taxonomies found in literature are presented but with no claim 
to an exhaustive presentation. It will start with Nonaka’s (1994) explicated 
two dimensions of knowledge in organisations: the tacit and explicit 
dichotomy.
By trying to understand how knowledge is created through learning 
processes in organisations, Nonaka and Takeuchi (1995) proposed the 
knowledge creation company theory which posits that, the development of 
new knowledge is by a continuous interaction between tacit/personal and 
explicit/organizational knowledge, stressing the four types of interaction 
between tacit and explicit knowledge which underpins the learning process. 
The knowledge creation view considers that there is a dynamic interaction 
between the two. Indeed all knowledge has its tacit prepositions.
Yang (2003) contributes a third dimension called emancipatory knowledge 
which is similar to Aristotle’s P h r o n e s i s .  He presents his holistic theory of 
knowledge perspective, based on the ease of transfer perspective which he
presents as facets and which during the creation of personal knowledge 
and transformation of knowledge is usually an interaction among explicit 
(knowing what or theoretical knowledge), implicit (knowing how or practical 
knowledge) and emancipatory (personal characteristics) knowledge.
2.3.1 The explicit I tac it I emancipatory dimensions
There are different ways that knowledge have been categorised but the 
generally accepted two kinds of knowledge, which is based on its 
transferability are the explicit and tacit dimensions(Polanyi,1966), with 
others adding emotional dimension also referred as emancipatory 
dimension by Yang(2003). The knowledge that an individual possesses can 
be categorised as explicit/know-what knowledge which is information 
based; tacit/implicit/ know-how which is experienced based and 
emancipatory knowledge which borders on motivation and emotions.
Nonaka and Takeuchi (1995), postulate that, there is difference between 
these two dimensions, define explicit knowledge as that part of knowledge 
that can be explained. This dimension of knowledge is articulated, it is the 
hard codified data (Nonaka, 1991) that can be communicated in symbolic 
form and /natural language (Alavi and Leidner, 2001), a formal and 
structured knowledge (Kim, 1993), that can be aggregated at a single 
location (Lam, 2000) and stored in the organisation’s routines, procedures, 
practices, know-how and conduct (Leroy and Ramanantsoa, 1997 as cited 
in Abkar, 2003). This is readily transferable via formal communication or 
mechanisms so can easily be shared. An example will be a recipe book. 
This type of knowledge can be easily transferred through electronic means 
(Liao, 2005).
The tacit knowledge dimension which they claim is recognised by the 
Japanese, refers to the highly subjective insights, intuitions and hunches 
(Nonaka, 1991) and the accumulated skills and experience (Leroy and 
Ramanantsoa, 1997), i.e. personal knowledge, which is difficult to formalise
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and communicate because it is embedded in specific context. Tacit 
knowledge is person-embedded and engrained and difficult to be 
formalized, organised or aggregated at a single location (Davenport and 
Prusak, 1998; Nonaka, 1994; Polanyi, 1996).It is found to be rooted in 
action, experience, and involvement in a specific context, having both 
cognitive and technical elements. It is mainly acquired from experiences 
which could be deeply personal, instead of from written documentation. Its 
most effective way of circulation may be through face to face 
communication as for example in apprenticeship system (Liao, 2005).
The technical component consists of concrete know-how, crafts, and skills 
that apply to specific contexts while the cognitive element refers to the 
individual’s mental models which are made up of mental maps, beliefs, 
paradigms, and view points (Alavi and Leidner, 2001).
However, the critical elements of tacit knowledge that allow new knowledge 
to be created remain unspecified. For those who propose a different level 
of knowledge, looking at knowledge merely from this dimension is seen to 
be weak in the sense that it fails to incorporate differences in level. The 
proponents of the levels concept such as Abkar (2003) see no clear-cut 
dichotomy but rather a degree of inter-relationship that exists between 
them.
2.3.2 Know-what, know-how, know-why and know-who 
(Declarative and procedural)
The knowledge-based view literature deals with the ‘informational’, 
‘declarative’, distinguishing between ‘know-what’, ’know-why’, ’know-how’, and 
‘know-who’ (Lundwall and Johnson, 1994). The ‘know-what’ knowledge which 
concerns data that has been organised to give meaning might be understood 
as having information and the ‘know-why’ as understanding scientific, causal 
explanations, are explicit in nature and easily shared. (Kogut and Zander, 
1992 and 1996; Nonaka, 1994). The ‘experiential’ or ‘procedural’ or ‘know­
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how’ knowledge is concerned with the accumulated skills that allow required 
tasks to be effectively and efficiently accomplished (Helfat, 1997; Mass, 1994; 
Van Hippel, 1988 all cited in Morgan et al, 2003).
The ‘know-who’ together with the ‘know-how’ are tacit in nature and context 
specific depending on the application of earlier experiences and networks 
(Eraut, 2000). The former two representing the hard side of knowledge are 
generally explicit in nature and easier to codify and communicate while the 
latter two, representing the soft side of knowledge are more tacit and 
generally more difficult to codify and communicate.
The two groups however inter-relate in the sense that know-what imparts 
choices concerning the selection and performance of needed task and 
thereby affect the experiential knowledge base while experiential knowledge 
shapes what information is attended to and how it is interpreted in decision­
making (Walsh, 1995).
2.3.3 Embrained; Embodied; encuitured; embedded and 
encoded knowledge.
Blackler(1995), has also came up with the suggestion of a five type 
knowledge that exist in organizations namely, e m b r a i n e d  knowledge involving 
cognitive abilities and conceptual skills, e m b o d i e d  knowledge being the action 
oriented knowledge and partly explicit, implying knowledge of a situation 
rather than abstract rules of action; e n c u i t u r e d  knowledge referring to that 
process of achieving shared understanding, within an organization’s culture; 
e m b e d d e d  knowledge as that residing in systemic routines and e n c o d e d  
knowledge being the information that is conveyable through signs and 
symbols such as in manuals(Blackler, 1995, 1024-5 in Newell, 2002:6)
This framework shows that different types of knowledge exist at the individual 
as well as collective level, presenting a view that different types of knowledge 
dominate in different types of organizations.
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2.3.4 Individual and collective knowledge
Knowledge could also be distinguished as existing at the individual as well as 
collective level (Nonaka, 1994) with some researchers arguing that the 
collective level cannot exist independently of the individual level. The 
individual level, that is created and exists in the individual, is said to have 
three categories namely; information-based knowledge (know-what/explicit 
knowledge); experience-based knowledge (know-how/implicit knowledge); 
and personal knowledge (Lowendahl et al 2001).
The collective knowledge is social knowledge which is created by and 
inherent in the collective actions of a group. Nonaka and Takeuchi (1995) 
define it as knowledge shared by individuals while Lowendahl et al. (2001) 
describe it as “combination of skills, routines, norms and values developed 
and shared by at least two employees working together, each employee’s 
individual knowledge, and the information available to them”.
The mixture of this dimension with the explicit/tacit dichotomy though often 
interrelated, is not given comprehensive explanations as to the relationships 
(Alavi and Leidner, 2001) leading to the tendency for people to view one as 
more important than the other. The truth is that they are mutually dependent 
and reinforce each other rather than a dichotomy. Table 2.1 below provides a 
good summary of types of knowledge with examples.
Having looked at the varying conceptions of knowledge the next section deals 
with the way this knowledge which seems to defy definition is acquired and 
utilized by the manager who uses and manages it. The implications from the 
above discussions are that, there are different types of knowledge. However 
all are needed for effective performance. The type of knowledge in context, 
determines how it is learnt and captured; and where it can be located.
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Each knowledge type plays different roles and their importance is judged by 
what is sought after in the context. Knowledge is however perceived as only 
present when human beings make their own meaning of information that is 
available to them. This has serious implication for those who possess 
knowledge and those who require knowledge .i.e. the acquisition, creation and 
transfer issues. The next section sets out to deliberate on these issues.
Table 2.1: Knowledge Taxonomies and Examples
Knowledge Types Definitions Examples
Tacit Knowledge is rooted in actions, 
experience, and involvement in 
specific context
Best means of dealing with 
specific customer
Cognitive Tacit Mental Models Individual's belief on cause and 
effect relationships
Technical Tacit Know how applicable to specific 
work
Surgery skills
Explicit Articulated, generalised 
knowledge
Knowledge o f major customers 
in a region
Individual Created by and inherent in the 
individual
Insights gained from completed 
project
Social Created by and inherent in 
collective actions as a group
Norms for inter group 
communications
Declarative Know-about What drug is appropriate for an 
illness
Procedural Know-how How to administer a particular 
drug
Causal Know-why Understanding why the drug 
works
Conditional Know-when Understanding when to 
prescribe the drugs
Relational Know-with Understanding how the drug 
interacts with other drugs
Pragmatic Useful knowledge for an 
organisation
Best practices, business 
frameworks, project 
experiences, engineering 
drawings, market reports
Table 2.1 source: Alavi and Leidner, 2001:113)
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2.4. Knowledge - acquisition, creation and storage
The need for exploitation of knowledge has led to the search for ways to 
create, transfer and utilize knowledge for survival. Burr and Denyer (2004), 
report that the management community has come to realize the importance of 
effective creation, transfer and utilization of the generally accepted two kinds 
of knowledge (tacit and explicit), to survive in the competitive global 
environment in which they operate.
2.4.1 Knowledge acquisition
Buchanan (1989 quoted by Belkin et al., 1987) defines knowledge acquisition 
as "the transfer and transformation of problem solving expertise from some 
knowledge source to a program “.The potential sources could be human 
experts, textbooks, databases and one’s own experience.
According to Roberts and Ashton (2003), the knowledge acquisition theory 
holds that superior judgment /decision making performance depends on 
procedural knowledge which in turn results from experience. However, their 
research proved that under certain conditions exposure to declarative 
knowledge alone can also improve performance. This is not surprising as is 
evident in hospitality operation where receptionist given declarative 
knowledge on check-in procedure can improve their performance in terms of 
the correct process, though continuous performance yield speed in carrying 
out the process.
Deslandres and Pierreval (1997) claim that the acquisition of knowledge is a 
fertile field for researchers of many disciplines such as computer science and 
psychology, where they optimise acquisition techniques in order to achieve 
expertise elicitation, with abundance of tools to support the elicitation process.
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These different experts from whom the knowledge is acquired often have 
several years of experience within their domain of operation. They propose a 
two- stage format in the acquisition of expert knowledge namely: the analysis 
of the knowledge and the modelling of the knowledge. The analysis of 
knowledge involves the description of and structuring of the knowledge by the 
use of concepts, structural relations and strategic relations.
The knowledge modelling deals with the adaptation of the structure towards 
conceptual formalism that can be close to computer science language which 
can then be used to clarify the major issues, and identify the missing sets of 
knowledge. This is then followed by expert validation and verification process. 
This is however not an easy task as experts are not used to describing what 
they do apart from other issues with elicitation that will be discussed below. 
Johnson and Johnson (1987) also propose that the process of knowledge 
acquisition can be divided into four stages .it involves the:
• Survey of domain experts by knowledge engineers for them to know 
their expertise and choose an appropriate perspective.
• Investigate the expert knowledge to determine whether to focus on 
one or many
• Validate the analysis of knowledge extracted by testing it 
theoretically
• Represent the knowledge in the knowledge representation schemes 
(Johnson and Johnson, 1987).
The question that is important to this research is how is the knowledge that is 
acquired from these experts created or come to be possessed. A point of 
concern is that the nature of knowledge is such that, some are embedded in 
action as explicated in previous sections. A look at the literature turn towards 
the knowledge creation theory propounded by Nonaka (1994), which is often 
presented as organisational knowledge creation approach. This is also a
useful theory for looking at how individuals come to possess their knowledge 
and transfer knowledge base.
From their theory of knowledge creation, Nonaka et al (2000 in Little et al., 
2002 eds.) postulate that an organisation cannot create knowledge by itself 
but depends on the creative ability of its individuals and is done through the 
process of internalisation, externalisation, socialisation and combination. 
These four modes of knowledge transformations which is often divided are in 
practice not purely separated but intertwined and interdependent with each 
contributing to, and interacting with each other as presented in Cook and 
Brown’s(1999) “interactive “dance” between “knowledge” and “knowing” which 
is based on the concepts of tacit and explicit knowledge. This is looked at 
from process and source dimension.
2.4.2. Knowledge creation/transformation
Based on their epistemological(tacit/explicit) and ontological(individualZgroup) 
dimensions of knowledge creation or what others present as transformation, 
knowledge is said to involve the development of new content or replacement 
of existing content of either explicit or tacit knowledge possessed by 
individuals or within groups. This occurs either through collaborative and 
social processes at group level or through cognitive processes such as 
reflection at the individual level (Alavi and Leidner, 2001).
Their model views (organizational) knowledge creation as involving the 
continual interplay of the possessors and types of knowledge. The 
transformation, a spiral construction (figure 2.3), allows a flow as knowledge 
transforms from tacit to explicit and vice versa through individuals, groups and 
all members of the organization. This is done through the four 
modes/processes: s o c i a l i z a t i o n ,  e x t e r n a i i z a t i o n ,  c o m b i n a t i o n  a n d
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i n t e r n a l i z a t i o n  as shown the figure (2.3) below illustrates the four knowledge 
transformation processes.
The theory serves as the broad approaches, by which knowledge can be 
discovered, captured, shared and applied (Nonaka and Konno, 1998 cited in 
Shariq, 1999; Nonaka, 1994 Nonaka and Takeuchi, 1995 as cited in 
Sabherwal and Becerra-Fernandez, 2003).
S o c i a l i z a t i o n  (conversion of tacit knowledge to new tacit knowledge) allows 
knowledge to be shared between individuals. This involves the transfer of tacit 
knowledge from one person to the other without necessarily involving the use 
of language, but rather through social interactions and shared experiences 
among members in organisation such as apprenticeship or on the job training 
and by means of observation, imitation and practice. It calls for people having 
shared experiences or discussions where experiences are exchanged through 
creative dialogue or interaction with other groups. This requires members 
e m p a t h i z i n g  with each other.
In contrast, the process of e x t e r n a i i z a t i o n  involves the expression of tacit 
knowledge and its translation into its comprehensible forms so that others can 
have understanding of it. This demands a r t i c u l a t i o n .  Though tacit knowledge 
is often implied as inexpressible (Polanyi, 1966) has the view that tacit 
knowledge cannot be transformed into explicit knowledge), though other view 
is that not all can be expressed. T
here is an attempt to express this knowledge in a language form often in 
metaphoric, using analogies and concepts. It behoves on the receiver to act 
for the sender to be encouraged to further interact. This calls for techniques 
that allow expression of ideas, or images, as words, concepts, visual or 
figurative language etc thus enabling personal or professional knowledge to
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be understood. Thus, externaiization allows individuals to make knowledge 
more agreeable and understandable to others.(examples are the articulation 
of best practices or lessons learnt) and combination converts explicit 
knowledge into a set of complex experiential knowledge.
C o m b i n a t i o n ,  a term used by Nonaka and Takeuchi (1995) is the mode in 
which explicit knowledge is transferred from one person or group to other 
leading to creation of new explicit knowledge. The researcher’s view is that 
knowledge is an example of combination process where explicit knowledge 
from books, journals and data bases is being merged by c o n n e c t i n g  and 
reclassified to form new knowledge. By using differing sources such as from 
education or training or documents, new explicit knowledge can be created.
Through a process of merging, sorting, categorization, reclassification and 
synthesis of existing explicit knowledge, new knowledge can be created. The 
i n t e r n a i i z a t i o n  process is the one that helps transform explicit knowledge into 
tacit knowledge. Internalization allows individual to absorb the knowledge that 
others hold. During the process, explicit knowledge may be embedded in 
action and practice so that the individual acquiring the knowledge can re­
experience what others go through. Tacit knowledge on the other hand can 
alternatively be acquired in virtual situations, either vicariously by reading or 
listening to others stories or experientially through simulation or experiments. 
The internalization process may include learning by doing; on-the-job training; 
learning by observation; face to face meeting. Individuals, he claims, absorb 
tacit knowledge through demonstration and other means.
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Figure 2.3: The four modes of knowledge transformation- [SECI process adopted from 
Nonaka et al, 2000:12]
Alavi and Leidner (2001:117 and 120) indicate that these modes of 
transformation interplay and are dependent on each other and show the 
interplay mode such as when through socialization one person may transfer 
existing tacit knowledge to another; and also how the combination mode may 
be mediated by internalisation through drawing of insight from explicit sources 
before coding it back into new explicit knowledge. The figure 2.4 below culled 
from their work illustrates the interplay among Nonaka’s knowledge creation 
modes as presented by them. They use arrows each to represent a form of 
knowledge creation as shown in the legend in figure 2.4:
Figure 2.4 below, presents the knowledge creation process with annotated 
examples, depicting both the process and the outcome of creation knowledge.
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Legend: Each arrow represents a form of knowledge creation. A- 
Externalisation: B-lnternalisation: C-Socialisation: D-Combination
(Figure 2.4: Knowledge creation modes from Alavi and Leidner, 2001:117)
Here, individuals through socialisation can trade tacit knowledge between 
themselves, by internalisation; an individual can acquire tacit knowledge from 
his or her own explicit source or that of another person. A combination allows 
two individuals through exchange to update their explicit knowledge. Another 
perspective of creating knowledge is presented by Gibbons (1994) which he 
refers to as:
M o d e / t y p e  ‘A ’  a n d  m o d e  ‘B ’  k n o w l e d g e  p r o d u c t i o n
Gibbons (1994) looks at knowledge from how and where it is produced and 
presents two modes. The mode/type ‘A’ is the explicit knowledge which is 
treated as an object, ,something that can be codified and stored in publications 
and libraries. This is said to form the backbone of university course.
transmitted by conventional mechanisms of lectures, books, and more 
recently computer programmes and Is academic, explicit and discipline based. 
The ‘B’ type is the personal knowledge that people bring to practical situations 
to enable them to think and perform. This is acquired both by application of 
type ‘A’ knowledge to practical situations and by being contracted from 
personal experience and reflection and is practical, difficult to document, and 
trans-disciplinary and practitioner oriented. (Eraut, 1994: and Gibbons, 1994)A 
cursory look at the knowledge does not indicate the type of knowledge per se 
as the distinction is more to do with how it is learnt and source of acquisition. 
To sum up the taxonomies, with a pictorial representation, Alavi and Leidner’s 
(2001) present the summary (table.3) that is not exhaustive of what has been 
described above but gives a fair idea about the composition of knowledge.
2.4.3. Knowledge storage
Agote, (2000) indicated that a review of empirical studies in the field of 
carriers of knowledge concludes that the knowledge that is created and 
acquired through learning can be lost or forgotten. This includes knowledge 
stored in organisational and human memories, with distinctions between 
individual and organisational memory. There are four different carriers of 
knowledge within organization, namely: individuals, organizations in the form 
of structure, technology-developments in production technology and routines, 
with each repository having its pros and cons (Agote, 2000). Organizational 
memory is said to include knowledge that resides in various component forms, 
such as written documentation, structured information stored in electronic 
databases, codified human knowledge stored in expert systems, documented 
organizational procedures and processes and tacit knowledge acquired by 
individuals and networks made up of individuals (Tan et al., 1999 cited by 
Alavi and Leidner, 2001).
The type of knowledge determines which repository is suitable to store or 
carry the knowledge. Some tacit knowledge by its nature is more effectively 
acquired and stored, and transferred by individuals. The main drawback here
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is the inability of individuals to retain knowledge in their memory (Agote,,
2000). Both individuals and groups may loose track of acquired knowledge 
(Argote et al., 1990; and Darr et al., 1995 in Alavi and Leidner, 2001).
The literature distinguishes between individual and group memory. While 
individual memory is said to be developed from the observations, 
experiences, and actions (Argyris and Schon,1978; Nystrom and 
Starbuck,1981; Sanderlands and Stablien,1987 cited in Alavi and Leidner,
2001) that the person has encountered, that of organization or the collective 
memory is defined as “the means by which knowledge from the past, 
experience, and events influence present organizational activities” (Stein and 
Zwass, 1995:85, in Alavi and Leidner, 2001:118) extending beyond individual 
memory. It may embody such components as organizational culture, 
transformations in production processes and procedures; structure, ecology 
and information archives (Walsh and Ungson, 1991 cited Alavi and Leidner). 
The memory could be classified as semantic or episodic with the former 
referring to general, explicit and articulated knowledge and the later, the 
context-specific and situated knowledge such as outcomes of decision 
making. Each however may provoke either a positive or negative influence on 
behaviour and performance. Memory can be presented as standards and 
procedures (Alavi and Leidner, 2001).
2.5. Knowledge transfer and application  
2.5.1. Transfer of knowiedge
As knowledge plays significant role in the acquisition of cognitive skill or 
competence, it is important to look at how knowledge is transferred from 
acquisition to application. It concerns transfer of learning which is “the use of 
knowledge or skill acquired in one situation in the performance of a new, novel 
task” (Burke and Collins, 1998:142). How knowledge learnt in one context is 
carried to another is important to this research, as it seems to underlie the 
view that students are not able to transfer what they learn from education to
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the work place, thus giving rise to the queries raised about the relevance of 
vocational education.
There could be differences between the settings where, knowledge is 
acquired, and that of the settings where their application is required, thus 
making the issue of transfer crucial to the search for solution to the relevant 
problem. There have been long standing debates related to the extent to 
which people are able to transfer knowledge from one context to the other, 
and the issue revolves around ‘fidelity’ i.e. the extent of similarity between the 
tasks in the leaning domain and those of real life context ( Burke and Collins, 
1998). This relates to knowledge creation in the sense that as knowledge is 
transferred from a repository to another, it results in knowledge creation at the 
receiving end. It is an application and learning/creation framework. This is well 
represented by Alavi and Leidner in their diagrammatic representation shown 
as figure 2.6 below and explained with a legend.
Basically, their proposal is that when knowledge is applied, learning takes 
place leading to the creation of new knowledge, if the one applying reflects on 
the results of applying that knowledge. Individuals and groups may vice versa 
place explicit knowledge at the disposal of others which leads to transfer to 
either group or individual semantic memory, while the transfer of tacit from 
one source to the other results in transfer to episodic memory. Individuals may 
also learn from the knowledge embedded in the group semantic and episodic 
memory as depicted in figure 2.5
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(Figure 2.5: knowledge transfer among Individuals in a group Alavi and Leidner, 
2001:120).
From the above, it is noted that knowledge application involves leaning which 
yields individual tacit knowledge. This individually acquired tacit knowledge 
from experience can be transferred to group semantic memory while the 
explicitly shared knowledge gets stored in the semantic memory.
Gupta and Govindarajan (2000) by conceptualising knowledge transfer 
indicate its five elements composition as:
Perceived value of the source unit’s knowledge 
Motivational disposition of the source to share the knowledge 
Existence and richness of transmission of the receiving unit-willing 
ness to acquire knowledge from source.
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Motivational disposition of receiving unit
The absorptive capacity of the receiving unit, defined as the ability to 
acquire assimilate and also use knowledge The difficulty in transfer rests 
mostly on the fact that the receiver must be both willing and capable to 
recreate.
The transfer channels include both formal and informal mechanisms. 
The formal may include training sessions and guided tours while the informal 
may include unscheduled meetings informal seminars and tea break 
conversations (cited in Alavi and Leidner, 2001:120).
2.5.2 Application of knowledge
Knowledge according to Liao (2005) is difficult to capture and share due to its 
complex nature. Its origin and application is said to be in the minds of the 
knowers (Alavi and Leidner, 1999) and disseminated within organisations 
(Nonaka and Takeuchi, 1995)
The key to the knowledge based theory of the firm is said not to be the 
importance of the knowledge per se as the source of competitive advantage, 
but rather the ability to apply the knowledge to improve performance, by 
turning knowledge into effective action. These may be applied as a set of 
directives by way of rules, standards, procedures and instructions that have 
been developed through a knowledge acquisition process with experts in the 
domain for their tacit knowledge. It may also be organisational routines or in 
the form of self contained teams where nature and complexity of tasks may 
not allow the directives or routines to be formulated. When individuals learn 
from application of knowledge, then their learning gets embedded in their tacit 
knowledge space of the episodic memory.
Alavi and Leidner(2001) propose that since access and transfer of knowledge 
serve as partial steps towards knowledge application, the learning literature 
may be a better source of insights into the cognitive processes that underlie 
the absorption and application of knowledge by individuals to their problem 
solving and decision making activities.
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2.6 Theories and conceptions of Learning
This part of the chapter is devoted to looking at the concept of learning to 
serve as a basis for understanding how managers develop competence 
through the learning process of education and experience which will be dealt 
with in chapter three.
The acquisition and effective use of knowledge which includes skill has been 
a major constituent of human activities. This section of the review is done in 
the context of the on going and vibrant debates within management 
education, learning and knowledge literatures, about the perceived paradigm 
shift occurring in higher education from an “instruction paradigm” which views 
instructors as delivers of content knowledge, and students as passive 
recipients of knowledge, to a “learning paradigm,” whereby instructors are to 
be designers of a learning environment, where students are to be active 
participants in the learning process (Saunders, 1977; cited in Ruhanen, 2004).
This view has led to what is often described as the contemporary approach to 
learning. The part played by learning in the acquisition of knowledge is now 
dealt with. It will be argued that both content and process approach to learning 
are complementary in the knowledge acquisition and transfer debate. Both the 
traditional and what is described as the contemporary theories of learning will 
be discussed.
2.6.1 The importance of learning
Within contemporary debates on work and organizations, rests the notion of 
learning and how it affects performance at the micro-level of individuals 
engaged in work activity, the meso-level of organizational functioning, and the 
macro-level phenomena of societies and of national and international 
economies (Holmes, 2000).
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It is seen as an “imperative” that has arisen within the rapid global changes on 
how businesses operate, to maintain competitive urge. In the context of 
management development, the central challenge is how to control and 
manage the learning process of managers, with a focus on individual 
development aimed at both career success and achievement of organisational 
goal (van der Sluis-den Dikken and Hoeksema, 2001).
People are said to be the only resource of differentiation and sustainable 
competitive advantage with the changing world of work, which has called for 
new ways of working. Essential to this development is that of learning. 
Developing staff is seen as the primary available weapon for managers, in the 
generation of success (Collin, 2004).
The new interest in the concept of learning in the last years of the 1990s in 
public debate, educational and management circles is attributable to the 
growing orientation towards education and lifelong learning. These are seen 
as players in the competition that has arisen between nations and companies 
for survival (llleris, 2003). The concept of learning which is now analysed is 
believed to result in a change in the pattern of activity by the individual or his 
performance in a particular context.
The review will focus on the aspects of learning relevant to the study and that 
will enable the researcher to formulate a framework for understanding the 
views of how managers come to know what they know from the rich data 
collected. It is organised in three sections on the key concepts of learning, 
theories and processes of learning as they inform the theoretical framework 
for the study.
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2.6.2 Conceptions of learning
T h e  d i s c o u r s e  o f  l e a r n i n g
Learning is one of the most important individual processes that occur every 
day in the life of humans, in organisations, education and training 
programmes, whether on the job or off the job (Martin, 1999, in Demirbas, 
2001:43). Though literature points at various authors having different 
perspective on the concept of learning the key ones identified are the output 
and process approaches which are supported by the traditional theories of 
learning (Garavan, 1997, also see Fuller et al., 2003).
What constitutes learning and the evidence that learning has taken place is 
important to this study. The review takes a predominantly individualistic view, 
as the main focus of the research is on the individual knowledge and 
individual learning process and not organisational knowledge and 
organisational learning. This is done taking cognisance of Ramsey’s (2005) 
view that Kolb’s presentation of “ a  d i s t i n c t  a n d  i n d e p e n d e n t  i n d i v i d u a l  i s  
a s s u m e d  t o  b e  a b l e  t o  e x p e r i e n c e ,  k n o w  a n d  a c t  o n  t h i s  r e a l  w o r l d ”  is 
problematic and that the experience of the individual’s learning cannot be 
taken out of the organisational context. This is also supported by Holmes’s 
view while looking at learning and performance that
“The individualized and entitative depiction of performance and thus learning, 
fails to capture its essentially social character”. (Holmes, 2000:259).
Eraut (2004) argues that both are important in the sense that individual focus 
allows the exploration of both the difference in what and how of learning and 
the difference in their interpretation of what they learn. Social construction of 
knowledge and context for learning together with the wide range of cultural 
practices is what the social perspective draws our attention to. As such both 
play their respective important roles.
These views not withstanding, the research as already indicated has the 
individual manager’s learning process as unit of analysis and not
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organisational learning and thus the individual perspective will be pursued. 
The individual is not being taken out of the organisation, but rather the 
concentration of the observed phenomenon is on what happens to the 
individual in the learning environment, within the context and not the whole 
organisation’s bundle of knowledge or learning processes.
2.6.3 Defining learning
Defining learning is not an easy task because the multiple usage of the term
does not allow a precise definition to be arrived at.
Learning is used to refer to “(1) the acquisition and mastery of what is already 
known about something, (2) the extension and clarification of meaning of one’s 
experience, or (3) an organized, intentional process of testing ideas relevant to 
problems. In other words, it is used to describe a product, a process, or a 
function” (Smith, 1982:34, in Knowles et al., 1998:11)
Ernest Hilgard, one of the most distinguished contemporary interpreters of
learning theory (Knowles et al., 1998: 11), rather contrasts this view that the
debate rests more on the interpretation than on definition. Hilgard states,
“...While it is extremely difficult to formulate a satisfactory definition of 
learning so as to include all the activities and processes which we wish to 
include and eliminate all those which we wish to exclude, the difficulty does 
not prove to be embarrassing because it is not a source of controversy as 
between theories. The controversy is over fact and interpretation, not over 
definition” (Hilgard and Bowers, 1966:.6, cited in Knowles et al., 1998:11).
The above statement connotes an impression that not having a unified 
definition for what is learning, is no issue as long as the user of the term 
opreationalise what he means by learning.
However, considering that the literature is replete with definitions of learning, 
using the term without explaining what one means by learning, will make it 
impossible to know exactly what one means when it is said that learning has 
taken place. Though Garavan (1997)quoting from Merrian and Caffarella 
(1991) supports Smith’s view that “learning defies easy definition and simple 
theorising”, there are indeed clear signposts for defining learning even if
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many. A few definitions are offered here to horn home the approach used to 
conceptualize in this study.
The following extracts from the Oxford English Dictionary (CED) is first 
considered:
L e a r n :  1) to get knowledge of (a subject) or skill in (an art, etc.) by study, 
experience or teaching; also to commit to memory (especially phrases). 2) To 
acquire knowledge of a subject or matter; to receive instruction 3) to become 
informed of, ascertain, to hear of.
Learning: 1) the action of learning 2) What is learnt or taught: a) a lesson b) 
information c) a doctrine d) a science e) an acquirement 3) knowledge got by 
study. This opening already indicates how uneasy it is to say what learning is 
except to say that there are elements of knowledge, memory, teaching 
information and experience that must be acquired and focuses on the 
attainment of knowledge. Others look at it from the process dimension.
In his conception of learning, Saijo (1979 cited in Pillay and Boulton-Lewis, 
2000:164) says that “learning does not exist as a general phenomenon. To 
learn is an act within man-made institutions and adapt to the particular 
definitions of learning that are valid in the educational environment in which 
one finds oneself. Working independently (1982) from Giorgi (1986) the two 
distinguished five different conceptions which others have added. This is now 
seen as universal representation of conception of learning. The classification 
is however cited by Kelly (1999:2) as hierarchical list of learning activity 
namely:
1. increasing one’s knowledge;
2. memorising and reproducing;
3. applying;
4. understanding;
5. seeing something in a different way; and
6. Changing as a person.
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The first two leads to what is referred to as surface approach to learning with 
the last three leading to deep approach to learning. In accordance with this 
classification, it is obvious that through life experiences, learning becomes 
more internal and an experienced based process is seen in the last three. 
This leads to the theory of experiential learning.
A look at the various ways and different theoretical schools of thought that 
learning is defined is now presented. The key components in the definitions by 
learning theorists’ serve as the foundation for the discussion of how learning is 
defined. Both the ‘standard paradigm of learning’ and the newer more socially- 
oriented ‘emerging paradigm’ of learning (Beckett and Hager, 2002 in Fuller et 
al., 2003:11) will be discussed. These include change, filling a need, learning 
as a product, learning as a process, learning as a function, natural growth, 
control, shaping, and development of competencies, fulfilment of potential, 
personal involvement, self-initiated, learner-evaluated, independent learning, 
and learning domains.
First the approach to the definitions is based on the framework of Smith 
(1983) and mentioned by Wilson (1999) as advocating that the word “learning” 
can be used to describe a p r o d u c t ,  a p r o c e s s  or a f u n c t i o n  depending on 
where the context emphasises.
According to Smith:
“When learning is used to describe a product, the emphasis is on the 
outcomes of experience...when learning is used to describe a process, an 
attempt is made to account for what happens when a learning experience 
takes place...when learning is used to describe a function, the emphasis is on 
certain important aspects (like motivation), which are believed to produce 
learning (Smith, 1983:34 in Wilson, 1999:15)”
The following pages will consider the underlined theories behind the 
definitions.
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2• L e a r n i n g  d e f i n e d  a s  a  p r o d u c t  
Defining learning as a product or output (Atkinson et al., 1993: 253) is based 
on the assertion that learning is:
“a relatively permanent change in behaviour that results from practice; 
behaviour changes that are due to maturation (rather than practice), or to 
temporary conditions of the organism (such as fatigue or drug induced states) 
are not included”.
While agreeing with Atkinson et al on learning being relatively permanent and 
not connected with maturation and not transient, Gagne(1977) and 
Anderson(1995) mentioned in Garavan (1997) do not agree with a permanent 
factor but rather see learning as a change in “ b e h a v i o u r  p o t e n t i a l ”  which 
Gagne (1977:2 in Wilson,1999:15) present as “a change in human disposition 
or capability”.
This view is supported by social learning and behaviourist theorists (Bandura,
1986; Hergenhahn, 1988 cited in Garavan, 1997) who believe that learning
brings a relatively permanent change in behaviour or in behavioural potential
that results from experience. From the product perspective,
“it can be defined broadly as a persisting change in human performance or 
performance potential. This means that when learners are capable of actions, 
they cannot perform before learning occurred and this is true whether or not 
they actually have an opportunity to exhibit the newly acquired 
performance....A change in performance must come about as a result of the 
learner’s interaction with the environment” (Schommer, 1990:499 ).
Learning is viewed as being partially mediated by the presence of 
opportunities for use of learning, the social encouragement that prevail to use 
it and also the ability that the learner has to integrate and retrieve learning. 
Authors, who contrast this product view like Beckett and Hager (2002) and 
Engestrom (1994), regard the product view as the traditional view of learning 
which he defines as
A subject (traditionally an individual, more recently possibly also an 
organization) acquires some identifiable knowledge or skills in such à way that 
a corresponding, relatively lasting change in the behaviour of the subject may 
be observed (Engestrom, 2004 cited by Fuller et al., 2003).
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This notion of learning as involving some sort of observable or reportable 
persistent or enduring change, matches the learning as a product view that 
learning can or should be measurable. This further implies an input and output 
or ‘a before and after' states of learning which can be evaluated.
Some of the ideas that go with this approach to definition and draw heavily on 
behaviourist explanations of learning and downplay the importance of the 
mind in learning are as follows:
• “Learning is the receiving and memorising of factual knowledge;
• Learning is practising skills by repeating the same task over and over, 
motivated by rewards which reinforce correct performance;
• Learning is the appropriation of new attitudes and behavioural models 
based on experience and social experience” (Engestrom, 1994:11 cited 
in Fuller et al., 2003:9).
Further more this traditional view also referred to as the ‘standard paradigm of 
learning’ brings in the concept of the container view of human mind serving as 
stock room for collection of knowledge (Becket and Hager, 2002:98 in Fuller 
et al., 2003:9). How the product perspective is conceptualized by the 
behaviourist learning theories will be further discussed under the section on 
theories of learning (2.7).
• L e a r n i n g  d e f i n e d  a s  a  p r o c e s s
From a process perspective what is often cited Anderson’s definition (1995:4), 
where learning is defined as:
“...The process by which relatively permanent changes occur in behavioural 
potential as a result of experience”
Here, behavioural potential is viewed as a function of learning rather than the 
learning itself, whereby the process rather than the product constitutes the 
learning. The process view is also supported by other authors including Kolb 
(1984:41) though not mentioning behaviour define it as: “the process whereby 
knowledge is created through the transformation of experience”. 
Gagne’(1997) on the other hand argues that it is more of a set of processes
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which may either be going on in sequence or in parallel with the process 
coming in various shapes.
Yang (2003), claiming a holistic model defines learning as a “process whereby 
knowledge is created, acquired, transformed, converted, or utilized in a 
different context from its origin (Yang, 2003:117).
For Eraut (2000) it is “the process whereby knowledge is acquired”, or when 
existing knowledge is used in a new context or in new combinations: since this 
also involves the creation of new personal knowledge, the transfer process 
remains within this definition of learning” (Eraut, 2000:114).
The authors with process orientation are concerned with how one comes to 
know or possess knowledge and its derivatives of skill and expertise with the 
objective of bringing some form of change in a person or situation. This 
dimension focuses on the mental abilities engaged in by individuals and is 
supported by the cognitive learning theories.
• L e a r n i n g  d e f i n e d  a s  a  f u n c t i o n  
This is from a motivational/humanistic perspective and learning is seen to 
produce a better aptitude to learn. Motivation, described as - “the nature and 
strength of a person’s desire to engage in an activity (Sternberg and Lubart, 
1995)-is a key factor that mediates between what a person can do and what a 
person will do” (cited in (Lovitts, 2005).
Learning[...]”occurs to the extent that learners are motivated to change, and it 
is applied in the real world to the extent that they [learners] take successful 
steps to integrate that learning into the real world situation”(McLagan, 1978:1, 
in Wilson, 1999:17). Others do not see it as a proportionate relationship but 
rather as intervening factor just like attitude and perception of learners 
(Wilson, 1999). In learning some amount of motivation is needed by regarding 
the importance and need for what is to be learnt. As part of the general 
aptitude to learn, motivation and interest contribute to but not essential to
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learning. Rather, they are more dependent on the “built in” constitutional 
attributes of the individual” (Carroll, 1985, in Wilson, 1999:17). These views 
imply that learning is a function of the motivation, interest and ingrained 
disposition or aptitude for learning.
Though what exactly is learning may not be clear, an inference of it can 
always be made that learning, irrespective of how it is defined, involves a 
change or it is a representation of a change is conclusive (Knowles et al., 
1998).
They quote from Harris and Schwahn’s work which they claim goes back to 
“learning is essentially change due to experience,” and go on to support 
Smith’s view by distinguishing among “learning as product” which lay 
emphasis on the end results or outcome, “learning as process”-dealing with 
what happens during the course of the learning experience in attaining the 
product, and ’’learning as function” with emphasis on certain critical aspects of 
learning such as motivation, retention, and transfer, which presumably make 
behavioural changes in humans possible (Harris and Schwahn, 1961:1-2 in 
Knowles et al.,1998:12).
llleris (2003), presenting what is termed a very broad and open definition, 
says “learning as covering all processes that lead to a relatively lasting 
changes of capacity, whether they be a motor, cognitive, psychodynamic (i.e. 
emotional, motivational or attitudinal) or social character, and which are not 
due to genetic-biological maturation(2003:397).
However defined, this research is of the view that what learning is and how it 
informs education is important and uses the working definition given by 
Knowles et al (1998): “learning is a process of gaining knowledge and/or 
expertise”(Knowles et al,1998:17). This according to Bruner (1960:48-49 in 
Knowles et al., 1998:32) involves three simultaneous processes:
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1) a c q u i s i t i o n  of new information that often runs counter to or is a 
replacement of what the person has previously known, but which at the 
very least is a refinement of previous knowledge;
2) t r a n s f o r m a t i o n ,  or the process of manipulating knowledge to make it fit 
new tasks; and
3) e v a l u a t i o n ,  or checking whether the way we have manipulated 
information is adequate to the task.
This, to Knowles and his colleagues, is a holistic model, 
is in line with what the objective of the research is, which is looking at the 
process of learning which is effective for the acquisition knowledge and not 
the knowledge in itself (content). That has been covered empirically in 
competency research.
In short, learning leads to a shift in performance emanating from a knowledge 
resource to a learner.
The above definitions are all situated in learning theories which are now 
presented. Given that there is a plethora of learning theories and the fact that 
it is such an enormous topic which can not be exhausted in this review, the 
primary aim here is to present those that are directly related to the search for 
answers for the research questions. This will include some approaches to 
contemporary learning. A point to note is that though these theories evolved 
from one to the other in a form of segregated approaches, the passage of time 
have brought them together as complementing for a holistic approach to 
learning.
2.7 Theories of Learning
T h e  E v o l u t i o n  o f  L e a r n i n g  T h e o r y
Like its definition, theories of how people learn is said to abound and are 
relevant to understanding what learning is, how it comes about and how it can 
yield effective outcome. These are often grouped into three main schools of 
thought, namely: the behaviourist perspective, the cognitive perspective, the 
humanistic/motivational perspective, which stress the emotional condition and 
commitment of the learner (Brennan and Little, 1996).
One of the main distinctions between behaviourism and cognitivism lies in 
their approach to the concept of learning. To the behaviourists, learning is 
passive, adaptive and experiential (Levitt and March, 1988; Nelson and 
Winter, 1982) in nature while the cognitivist view it as an active, goal directed 
and purposive phenomenon (Hedberg, 1981) with an information-processing 
approach to learning (Collin, 2004), whereby maps and images are modified 
and improved (Argyris and Schon, 1980).
Learning is often theorised from either a behavioural or cognitive perspective 
with others proposing what they call the new paradigm of learning or a 
constructionist approach. Some of the theorists from psychological school, 
and their approaches will now be briefly explored. The chapter now turns to 
look specifically at the main areas of contentions of each school of thought. 
How each theory functions and informs this research is presented in the 
following sections.
• Behavioural Approach to learning
The behavioural school which was dominant in the first half of the last century 
has been one of the most influential in the field of psychology. This school 
believed “learning to be a change in observable behaviour, which occurred 
when a link or connection was made between two events” (McKenna, 1995a 
in Wilson, 1999:18). Its proposal is that “ l e a r n i n g  i s  t h e  p r o c e s s  b y  w h i c h  a  
p a r t i c u l a r  s t i m u l u s ( S ) ,  r e p e a t e d l y  a s s o c i a t e d  w i t h ,  o r  c o n d i t i o n e d  b y ,  d e s i r a b l e  
e x p e r i e n c e s ,  c o m e s  t o  e v o k e  a  p a r t i c u l a r  r e s p o n s e ( R ) ”  ( C o l l i n ,  2 0 0 4 ) .
The behaviourists, working as empirical scientists, had a ‘seeing is believing’ 
attitude to learning. Their research was carried out on non human 
subjects(example is Pavlov and dog salivation and Skinners work with 
rodents) since they believed that humans were continuous with animals and 
therefore laws derived from animal research could apply to 
humans(Anderson, 1995:3 in Wilson, 1999:3). Some of the most famous and 
recognizable parts of this theory are the numerous stimulus response
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(Skinner, 1953) experiments. There were two kinds of conditioning, classical 
conditioning which occurs when a stimulus automatically leads to response 
and results when one is conditioned to react to a stimulus. The second is the 
operant condition based on reinforcement leading to repetition of response. All 
was done in the quest to assist learners to learn a particular skill or task.
The primary purpose of education from a behaviourist approach is to elicit a 
predetermined response from the learner. In this perspective, knowledge is 
often reduced into small sections instead of a whole and presented to learners 
who are expected to reproduce for a reward. The learning environment for this 
approach is autocratic and hierarchical. The learner here is not credited with 
any prior skills or knowledge that he may carry to the learning environment. 
The learner is perceived as only taking from the environment.
This reflects the situation of a ‘teacher and the taught’ (Bernstein, 1971) and 
where by what he refers to as educational knowledge is transmitted as 
‘collection knowledge code’ with bounded knowledge content within discipline 
instead of an ‘integrated knowledge code’ where content of knowledge can 
cross boundary from discipline to discipline is advocated. The results are the 
competency based development programmes with clearly identifiable 
objective behaviour.
This view has until recently been the traditional perspective used in education. 
Hospitality education programmes has always been influenced by an industry 
that sees the relevance of its output from a behaviourist frame to ensure that 
their graduates are prepared with functional skills when they graduate. In 
effect they want to see a manager who prepares a steak or lay a bed.
The second half of the last century saw a move from behaviourist theories of 
learning to the cognitive theory as the behaviourist were accused of over 
simplification of human cognition.
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• Cognitive learning theory
Unlike the (S-R) approach by behaviourist, that does not pay attention to the 
cognitive aspect leading to the response, cognitive psychologists offer a more 
complex understanding, associating the stimulus with stimulus (S-S), instead 
of stimulus with response. Here the learner is said to develop expectations of 
stimuli that are linked to form a cognitive map or latent learning (Collin, 
2004:280). “Learning is an internal purposive process concerned with thinking, 
perception, organisation and insight” (McKenna, 1995b: 25 in Wilson, 
1999:19).
This approach to learning seems more directly related to the needs and 
experiences of the learner than the behaviourist model. The cognitive school 
is interested in how knowledge is acquired and applied to decision making or 
to carry out effective behaviour (Bower and Hilgard, 1981 in Wilson, 1999:19). 
This approach of looking at how people learn is in line with what this research 
aims at achieving.
This cognitive approach has led to a number of studies that look at students 
learning styles and their approaches to learning in both the classroom and the 
laboratory. These include Cope and Staehr (2005), who sought to improve 
students learning approaches and Marton and SaIjo (1976 in Wilson, 1999), 
who highlighted both different levels of information processing and 
demonstrated that there is a clear relationship between the process and 
outcome of learning. Wilson(1999:21), referring to the work of Marton and 
Saijo that identified two levels of cognitive processing, stated that , students 
using ‘deep level’ processing approach to learning, had better understanding 
of what they learnt whiles those using a ‘surface level’ processing, were only 
able to recount facts rather than extracting a general meaning.
I n f o r m a t i o n - p r o c e s s i n g  a p p r o a c h  t o  l e a r n i n g
This approach to learning views learning as “an information-processing 
system in which a signal, containing information, is transmitted along a
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communication channel of limited capacity but this system is subject to 
interference and ‘noise’ (Stammers and Patrick, 1975, in Collin, 2004:280). 
Here learning takes place when the data received through the senses, are 
filtered, then after recognition, it is decoded through an interpretative process 
of perception. The information is then translated into action by selecting 
appropriate responses.
In this approach, the effectiveness of learning is dependent on the attention 
paid to the relevant part of the stimuli. It looks at the rapid selection of 
appropriate response, how efficient they are performed on, and feedback, with 
the overload or breakdown of the system that possible to occur at any stage.
Collin refers to Gagne (1974, in Fontana, 1981:73) as seeing this as a chain 
of events that may be external and internal to the learner. Here the learner to 
be able to achieve learning is expected to first be ready to receive the 
information followed by perceiving, distinguishing it from other stimuli, make 
sense of it while relating it to what is already known. What is learnt is then 
stored in short or long-term memory where it can be retrieved, generalised 
and put into practice in a new situation, with the final stage being the feedback 
from use in practice (Collin, 2004).
In general, cognitivists who predominantly adopt an information process view 
of both individuals and organisations (Nonaka, 1994) analyse learning as a 
unidirectional process that captures the underlying concepts or insights 
(Argyris, 1976, 1977, 1999; Argyris and Schon, 1978; Fiol and Lyles, 1985).
• Humanistic approach to learning
The beginning of the 1980s saw a number of researchers including those in 
cognitive and humanistic research, stressing the fact that the heart of learning 
rests on the way individuals’ process experience and their critical reflection 
(Kelly, 1999; Rogers, 1999).
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The proponents of this theory believe that the process of learning involves 
more than the cognitive processes, and the determinism of the behaviourist. 
The theory is concerned with feelings and experiences as leading to personal 
growth and fulfilment of the individual (McKenna1995c:29 in Wilson, 1999:22). 
This view is based on motivational theories such as that of Maslow’s needs 
hierarchy, which posits that humans have inborn disposition towards self 
actualisation and Roger’s integrated whole concept.
McKenna (1995c:29) quoted by Wilson as referring to Maslow’s and Rogers 
work, present the goal of education as to “assist the achievement of self- 
actualisation, and fulfil the maximum potential for personal growth” (Wilson, 
1999:23). They hold that these feelings and experiences affect learning 
whether from a cognitive or behavioural perspective.
Anderson however expresses a fundamental flaw in the division between 
behaviourism and cognitivism by stating that “is fundamentally flawed and has 
begun to break down” (1995:4 in Wilson, 1999:19). The idea of “black box” to 
be investigated by cognitive theorists is also supported by the Social learning 
theory which recognises the role of observation and imitation of others in 
learning (Collin, 2004).
• Experiential learning theory
The basic concept of experiential learning is simply defining it as any hands- 
on experience that yields to learning or more elaborately defined as a “as 
encompassing a wide spectrum of educational encounters, from learning 
through trial and error, to specific theory of instruction (Williams, 1991 in Kiser 
and Partlow, 1999:70), while Munsell (1995 in Kiser and Partlow) see it more 
of a focus on learning by doing rather than learning-by-showing.
There is an assertion that adults adapt to their professional and social 
environment by reflecting and acting upon the rich body of experiences that 
they encounter during the course of their professional practice (Kolb, 1984;
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and Boud et al. (1993). The quality and quantity of this gained experience go 
to affect the level of success of further adaptation.
Ericcson et al. (1993:367) are quoted as stating that “learning task should take 
into account the pre-existing knowledge of learners so that it can be correctly 
understood (all cited in Ndoye (2003). This affirms Kolb’s view that learners 
enter learning experience with some experiences and knowledge already.
There is a rich field of experiential learning research, with advocates dwelling 
extensively on Kolb’s (1984) work which he conceptualised as “the process 
whereby knowledge is created through the transformation of experience” 
(Kolb, 1984:41).His work builds on the approaches of Dewey, Lewin and 
Piaget, which is said to have simulated the scientific method.
Kolb presents a more holistic approach that focuses on process and 
experience, creates new knowledge, while addressing conflicting viewpoints, 
and “people-environment” transactions (Maudsley and Strivens, 2000). 
Experiential learning can be perceived as a knowledge creation process 
through which learners integrate new experiences into prior experiences and 
transform into relevant, durable and retrievable knowledge that is suitable for 
use in the learner’s environment (Ndoye 2003).
Smith and Kolb (1996:9) claim that:
“Experiential learning offers a fundamentally different view of how we learn - 
one considerably broader than commonly associated with traditional teaching 
activities, or even with the classroom. This theory is essentially that we learn 
as direct result of our immediate, here-and -now experience and that learning 
happens in all human settings-from school to shop floor, from research 
laboratory to management boardroom, in personal relationships and in the 
aisles of the local grocery store”.
Knowledge creation according to Ndoye (ibid) calls for adults to reflect on the 
information available to them using their existing knowledge to decide on 
relevance of the information and interpreting through a process of reflection. 
The reflective process is fostered through deliberate practice or hands-on
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learning which allows them to add to their knowledge base, which in turn 
helps them to retrieve relevant information quicker (Ndoye,2003).
Weil and McGrill (1989), as cited in Maudsley and Strivens (2000), identified
four “villages” of theory and practice relating to experiential learning
presenting a unifying definition to encompass all approaches as:
“...the process whereby people individually and in association with 
others, engage in direct encounter and then purposefully reflect upon, 
validate, transform, give personal meaning to and seek to integrate their 
different ways of knowing. Experiential learning therefore enables the 
discovery of possibilities that may not be evident from direct experience 
alone.” adding also that “is usually concerned with swimming against the 
mainstream to bring about change”(2000:538)
In accordance with the experiential learning theories, learning involves a 
constant interaction between an individual and his/her experiences and 
environment (Dewey, 1910 and 1938; Kolb, 1984, Sheckley and Keeton, 1997 
in Ndoye, 2003; Maudsley and Strivens, 2000; Mayers, 2003).
Education philosopher Dewey (1910 and 1938 cited in Hoberman and Mailick, 
1992, and in Conlon, 2003) theorized that it is through individual experiences, 
life long learning and the role of reflective thought in education that learning 
takes place. Advancing a philosophy rather than an approach, he postulated 
that it is when learning is self directed, and guided by feedback from 
knowledgeable mentors that learning is most effective.
In other words application forms the basis of primary and most effective 
learning. According to his theory, learning must be seen as a lifelong process 
rather than a set of isolated and unconnected occurrences. This brings in the 
concept of social learning as proposed in the situated learning theory.
• Situated learning
Although the unit of analysis emphasises the individual manager’s knowledge
and learning, the growing interest is in the social aspect of learning that 
recognises the contribution of others in the individual’s learning process. This
Swi^ zAon,, 5.9L. 81
process cannot be ignored as it is proving helpful to closing the gap between 
theory and practice (Maudsley and Strivens, 2000).
Theorists whose work look at effective adult learning such as Knowles (1978); 
Kolb (1984), and Schon (1983) among others, call for learning that is 
embedded in lived experiences with a view that adults learn when they 
encounter practical experience backed by reflection and directed by the 
usefulness or relevance of that experience to their immediate needs. These 
constructivist, situated and sociocultural views on learning have emerged to 
impact on education (Bereiter and Scardamalia, 1996), and a holistic 
perspective on learning for professional competence must include the notion 
of situated learning. This section therefore examines the perspectives on 
‘situated learning’.
Whether regarded as a theory of learning as suggested by Maudsley and 
Strivens (2000), concept within education theory (Bereiter and Scardamalia, 
1996), or a learning or instructional model (Herrington and Oliver, 1999), it has 
grown out of the general theoretical shift within the educational community 
which has moved from behaviourism, through cognitivism to the 
constructionist perspective on learning which dwells on the apprenticeship 
mode of learning (Herrington and Oliver, 1999). The constructivists in general 
acknowledge the learner’s role in the creation of knowledge and the 
importance of experience.
Based on Vygotsky’s (1978) theory of social learning that proposes that the 
process of individual learning is affected by the social interactions which is 
called social learning and the attribution to Dewey of the recognition of the 
social nature of all human learning- where learning is said to be situated in 
social practices (Sadler-Smith, 2006) - the concept of ‘situated learning’ 
cannot be brushed aside in any discourse on learning that is aimed at 
practice.
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‘Situated learning’ has become important in education discourse whereby 
knowledge is seen to be acquired through the social experiences from the 
cultural practices that these skills are embedded. While some view these 
environments as the work place, others see the school or academic 
environment where they learn the ability to learn in groups as also being a 
community of practice (Bereiter and Scardamalia, 1996).
This alternative view on learning focuses largely on the works of Lave and 
Wenger’s anthropological studies mainly on apprenticeship where learning is 
viewed as being part of a practice (1991). Lave and Wenger (1991) who 
theorized the notion that knowledge is acquired and developed in the context 
of socio-cultural environments where common interest and passions lie and 
where members (new and old) share knowledge through discussion of 
problems. They give prominence to context as being critical in any learning 
endeavour.
To convey their perspectives, they dwell on the two key concepts of ‘legitimate
peripheral participation’ (LPP) which is a process by which the novices or new
comers may gradually become part of the community of practice through
access and exposure to the community and its activities. The community is
the interactional context which may not necessarily be a physical environment
and ‘communities of practice’ (CoP). They define a community of practice as:
“a set of relations among persons, activity and the world, over time and in 
relation with other tangential and overlapping communities of practice. A 
community of practice is an intrinsic condition for the existence of knowledge, 
not least because it provides the interpretive support necessary for making 
sense of its heritage" (Lave and Wenger, 1991:98 in Sadler-Smith, 2006:200).
The idea here is that the beginners who may in this case be 
apprentices/novices participate on the peripheral of their communities of 
practice in order to learn its specific practices and social or cultural context.
This view is based on the belief that intuitive and social elements of learning 
are attributed to specific environments and practices and sidelined with the
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associated specialisms to the real and necessary learning (Aram and Noble, 
1999). As usual with theories, situated learning has its critics.
As a general theory of knowledge acquisition (Lave, 1990 in Reffat and Gero,
1998), its proponents argue that, the only way meaningful learning can take 
place is when it is embedded in the social and physical context within which it 
will be used since learning is perceived as a function of the activity and the 
context within which it occurs, i.e., learning being situated. Here learning is 
regarded as being more of an incidental rather than a deliberate activity. It is 
based on the notion that “knowledge is contextually situated and is 
fundamentally influenced by the context in which it is used” (Reffat and Gero, 
1998: 375). Here the utility of knowledge is therefore tagged by situatedness 
and not by any absolute measure. Learning as situated is thus affected by the 
environment in which it takes place.
According to Maudsley and Strivens, this theory, considers effective learning 
as taking place during the process of problem solving in context, serve as a 
powerful model to explain how professionals learn to apply their 
professional/domain knowledge within infinitely varied context whereby the 
“novices in the community learn ‘holistic set of actions and explanations from 
experienced practitioners”(2000:537).They state further that the theory 
challenges the acquisition/ instructional approach to professional education 
where knowledge is transmitted by instruction within educational institutions 
while supporting the participating perspective on learning.
Artemeva, et al.(1999) attribute the emergence of the theory from the 
pragmatic school of thought that has a notion that the definition of knowledge 
cannot be given in absolute terms but rather in relation to a specific situation 
or context (Tyre and von Hippel in Artemeva et al., 1999:305-6). Here the 
social process of learning that starts with observation through gradual learning 
to carefully orchestrated process of co-participation is recommended as the 
best way to acquire knowledge from a domain of practice.
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Authors like Anderson et al. (1996 in Sadler-Smith, 2006) and Eraut (2000) 
have criticised these concepts on different grounds. For Eraut, the fluidity of 
the present workplace where working groups are easily reconfigured for other 
tasks make the seemingly static nature of a community of practice 
problematic.
Anderson et al. (1996 in Sadler-Smith, 2006:125) argue that to make a 
blanket assumption that knowledge acquired in a particular context is not 
transferable to real world situation is unacceptable because it is the type of 
knowledge that determines its context specificity in terms of learning, transfer 
and usage. To them transfer of learning between situations is possible as long 
us it is important or relevant to the requirements of the task.
The overall idea here despite the criticism cited is that the utility of knowledge 
is determined by its situatedness and not by any absolute measure.
Therefore, situated learning in management should be concerned with finding 
the relationship between the knowledge applied and the situation within which 
it is applied. The above theories lead to learning models that are proposed to 
ensure effective transfer of knowledge in management learning. These are the 
experiential learning model and the andradogic models of learning (Sadler- 
Smith, 2006). Attention is now turned to how the application of these models 
promotes effective learning.
• Theory and models of adult learning (types of learners)
Theories of adult learning and professional development tend to lay emphasis 
on the learning that occurs with experience, and may foster professional 
development. Experiential learning enables adult professionals to construct 
knowledge that is durable and retrievable on which they can rely on to move 
to higher level of competency in their professional lives. The learning theories 
digressed above have all made contributions to the body of knowledge on 
learning, especially in academic settings. However, the vocational
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management education, of which hospitality forms a part; often include 
practical or experiential situations such as role playing and simulations. 
Advocates of experiential form of learning draw on Kolb’s work which is 
presented in a cyclical format representing how knowledge is created through 
the transformation of experience. Attention is now turned to experiential 
learning theory and how it is applied in hospitality management education.
A strong advocate for progressive education, Dewey made assumption that 
the organising principle for all learning was experience and as such, 
emphasized the importance of learning to learn to engage in life long learning 
process. The learning process which he advanced therefore started with 
experience, followed by activities that reviewed and generalised the 
experience and a third phase where the generalisation was tested in practice 
with no two cycles being identical.
This has formed the basis of various models of learning which is presented 
below. They basically show the significance of action and reflection in learning 
in addition to the traditional channels of teaching/learning.
Learning is often discussed in the context of studies that look at young people 
and children (Pedagogy model). However, Knowles and others (1984) 
propose a need to look at learning from the adult learners point where 
learners are self directed and motivated to learn rather than learning for 
learning’s sake (androgogic model).
Adults learn when they recognise the need for the knowledge, basing it on the 
experience they posses and using it as a barometer to determine what is 
needed in the new learning situation. Considering that both managers and 
students in higher education are adults, a brief look at Knowles’s adult 
learning model is important. Malcolm Knowles proposes that the way adults 
learn differs from that of children. He proposes a theory of adult learning 
called andragogy as opposed to pedagogy for children.(Knowles, 1980). He 
sees andragogy as being on a spectrum with pedagogy. (Pedagogy is the
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approach to learning traditional used in schools while androgogy is associated 
with how adults learn).
He indicates that adult learners possess needs and requirements that are 
different from those of children and adolescence. To contrast the two models 
based on Knowles arguments, Buckley and Monks (2005) present what they 
term as the central concepts in any learning environment. The concepts they 
employ are philosophy, change agent, the learning climate, communication 
style, and the structure of the learning experience.
The two differ in that andragogy lays emphasis on self-directed inquiry in a 
collaborative learning environment using an experiential technique with a 
problem-centred approach. The andragogic approach to learning, a more 
grounded and holistic model seem to have relevance to management learning 
needs.An important note is that Knowles, despite his view on how adults learn 
still maintain that neither is the pedagogical model applicable to children's 
learning only nor the andragogical related to adult learning alone but that 
either could be applied depending on the learning task (Knowles, 1980).
This is presented in the table 2.2 below:
Central concept in 
learning environment
Pedagogic model Andragogic model
Communication Authority oriented, Formal, 
Competitive
Mutuality, Respectful, 
Collaborative, Informal
Philosophy Newtonian, Linear, One right 
answer.
Confucian-Complexity 
Theory, Edge of chaos. No 
one right answer
Change agent Teacher as Expert Teacher as collaborator, 
Fellow-learner, Facilitator
structure Formal, Subject-centred, 
Directed and assessed by 
teacher
Informal, Learners 
experience as resource. 
Mutual diagnosis. Mutual 
evaluation
climate One-way, Restricted, Authority 
driven
Open-flow, Collaborative, 
Trusting, Empathie
adapted from Buckley & Monks, 2005:3)
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Kolb (1976), designed a learning style Inventory (LSI) which was “created to 
measure the individual learning styles derived from experiential learning 
theory”(1976:1) as an integral part of his model of experiential learning which 
will be discussed later in this chapter. This model has been used to identify 
four possible learning styles that learners may adopt for acquisition of 
knowledge.
Learning, according to Kolb, is a life-long process with most people 
developing style of learning that promotes some learning abilities over others. 
His experiential cycle makes emphasis on central role of experience.
Cyclical models of learning and learning styles
One way that the learning process can be conceptualised is seeing it as a 
cyclical process (as advocated by the experiential learning theorists) which 
has different identifiable phases that a learner who also has different preferred 
ways of learning may go through. It is believed that when these are 
considered in learning encounters, effectiveness in learning can be achieved.
• Kolb’s learning cycle.
Learning implies the changes in cognition or behaviour. These two are said to 
be tightly intertwined (Inkpen and Crossman, 1995 cited in Smulders, 2004).). 
The model that they suggest exhibits this integration of cognitive and 
behavioural, is the experiential learning model by Kolb. This model, according 
to Collin (2004), is the best-known learning cycle in the field of management 
which is the interest of this research. Kolb (1984) approaches learning as a 
circular process with four stationary points of this process (Smith and Kolb, 
1996).
Learning in this model is an integrated cognitive and affective process that 
moves in four stages, in a cyclical manner from concrete experience (CE) 
through reflective observation (RO) and abstract conceptualization (AC), to
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active experimentation (AE). For effective learning to take place based on this 
model, learners must possess four kinds of abilities. The learner must be:
• fully involved in new and concrete experiences(CE)
• able to observe and reflect on these experiences from many 
perspectives (RO)
• able to use concepts and theories to integrate their observations(AC)
• able to use those theories for decision -making (AE)
The abstract concepts formed of logically sound theories must actively be 
used through experimentation to create new experiences.
According to this model, there are two bipolar dimensions to learning (Kolb, et 
al., 1984). These are the concrete/abstract, (involvement/detachment) which 
forms the vertical axis in figure (3.2) and active/reflective (actor/observer) 
which is the horizontal axis of figure 3.1 dimensions. The ELT model presents 
dialectically related modes of taking in, grasping experiences-apprehension 
(CE) and comprehension (AC) and two dialectically related modes of 
transforming the experience-intension (RO) and extension (AE). Having a 
closer look at the model, it can be suggested that individuals need to resolve 
abilities that are polar opposites to learn and that they need to continuously 
decide on which set of learning ability to use within specific learning situations 
(Baker et al.,2005:412). The right side of Kolb's cycle involves the process 
from concrete experience via reflective observation towards an abstract 
concept and is said to be that process which the results in the changing of 
cognition regarding an object or a situation. This is a passive phenomenon 
dominated by reflection. The left side on the other hand, leads from having an 
abstract concept of an object or situation experimented in order to create new 
concrete experience to have an active and behavioural side of the learning 
cycle. Bringing the two sub processes together results in what is referred to 
as integrated learning by Inkpen and Crossan (1995, in Smulders,2004).
According to this circular process model, concrete experience is followed by 
observation and reflection. This leads to the formulation of abstract concepts 
and generalisations, and later the implications of the concepts in the new
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situations are tested through active experimentation (Smith and Kolb, 1996, 
Hsu, 1999). The circular process is demonstrated through a cycle that is 
called the Experiential learning model as presented in figure (2.6). There is an 
indication here that there are four learning modes.
(OE)
Figure 2.6: The experiential learning model (adapted from Smith and 
Kolb, 1996:10)
Research and practical experiences however indicate that, not all learners 
equally experience each stage of this cycle. None of the stages of the cycle is 
better than the other, inferring that, the preference of learners for any stage of 
the cycle does not make them better or worse learners. Each individual has 
preference for particular phase and may not complete the cycle which may or 
may not lead to effective or comprehensive learning. Some people have the 
tendency to grasp new information through experiencing the concrete, (CE) 
tangible, felt qualities of the world, with reliance on their senses, immersing 
themselves in concrete reality, with heavy dependence on their intuition. 
Others rely on their (AC) where they tend to perceive, grasp, or take hold of 
their new information through symbolic representation. They tend to think 
through the elements of the situation analytically, or systematically planning 
rather than using intuition or sensation as a guide. Similarly, during the 
processing of experience, some individuals tend to learn by carefully watching 
others who are experiencing the phenomenon and reflect on their observation
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(RO-learning by doing). These are watchers. Those who have the tendency to 
jump right in and do things (AC-learning by reflecting are the doers (Baker et 
al., 2005, Demirbas, 1999, and Smith and Kolb, 1996-see figure 2.7).
The learning styles Inventory identified by Kolb (1976) and cited by Mumford, 
1988 in Collin, 2004), identifies these preferences. The learning style 
preferences resulting from these polarised dimensions have been described 
by Kolb (1984) as accommodating (CE and AE) who prefers learning by 
doing, divergent (CEand RO) who looks from different points of view and 
observes rather than do, assimilating (RO and AC) who is comfortable with 
concepts and abstract ideas, though good at creating theoretical models, is 
less concerned with its practical use and the converger (AC and AE) who 
prefers practical and specific. The strength lies in applying practical ideas, 
focusing within the specialised area of operation or specific problems. These 
were based on how the individuals processed information.
Concrete Experience
(CE)
ACCOMODATING
Reflective Observation 
(RO)
Active Experimentation 
(AE)
ASSIMILATINGCONVERGING
A bstract Conceptualization 
(AC)
Figure 2. 7: Four learning styles through learning cycle
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The relationship between the theory and the learning style is presented in 
figure 2.8
It must be noted that each learning style has it merits and demerit, as far as 
acquisition and transfer of knowledge is concerned and that in as much as 
ideally learning style must consist of high skills on all the four abilities or 
modes, Kolb (1976) points out that it is rare to find someone imbibed with the 
ideal style. However, most people develop styles that lay emphasis on some 
of the four mentioned learning abilities over other.
It is also believed that individual’s hereditary equipment, life experiences and 
job demands or work environment may affect the style. It is further suggested 
that there is a relationship between learning style and chosen occupation 
(Smulders, 2004).
Active Experimentation 
(AE) 
Leammgbyddng
" ability to get
tNnga done 
# Taldng risks 
» Wuencing people and
events throigh @(^ on
Concrete Experience (CE)
Leaning byexpenencmg
Leomif^ from ^ aecific
experiences 
RelsAing to people
Bang sensitive to feelings and 
people
Reflective Observation 
(RO)
Learning by reflecbr^
« Carefully obsening 
b^ we maklr^  
judgements
• Viewmg issues from 
dfferenA perspective
* Loolmg for the mean«% 
ofthmgs
Abstract Conceptualization 
(AC)
Learning by thinking
• Logically analyzing ideas
• Planning systematically 
" Acdng on intellectuW
understanding of a situation
Figure 2.8: Four learning modes of experiential learning theory source: Smith 
and Kolb, 1996 cited in Demirbas, 1999)
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Summary of other circles is briefly presented for comparison;
The other models include Honey and Mumford (1992) learning styles model 
based on Kolb's work. They identified four learning styles based on their 
learning styles questionnaire. They identified activist who learn best in 
situation of concrete experience, reflectors who learn by reviewing and 
reflecting on past experience, theorists who relate new information to old 
concepts or theory to achieve learning and the pragmatists whose learning is 
based on the relevance of the learning material to real life issues.
Other writers have been mentioned to present learning models which is 
beyond the scope of this discussion such as Jarvis and Rogers and the 
Lancaster cycle which proposes that “all forms of learning include cognitive, 
skill development and affective, by any process” (see Collin,2004:285). The 
model of interest in this research is Kolb’s model which concerns 
management education and incorporates both cognitive and behavioural 
aspects of learning.
2.8 Learning processes and activities
Having looked at the importance and what is meant by learning, this section 
moves on to look at how learning is achieved. It will start with the 
consideration of various theories of the process of learning and the elements 
within it, and move on to examine the process in terms of levels, stages and 
models. The scope will be limited by issues that bring to bear on the 
understanding of concepts as they relate to the research agenda.
Learning is important to every discourse on educating people and has since 
ages been associated with educational institutions like monasteries, schools 
and universities (Smulders, 2004). As an explicit process, it is recognised by 
education leaders as critical, and the way of learning is seen as a key to 
educational improvement (Griggs, 1999; Leutner and Plass, 1998 in 
Demirbas, 2001).
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Learning in these educational institutions is an individual approach, where it is 
seen as the process by which individuals acquire knowledge and/ or skill. The 
knowledge here refers to the cognitive abilities while the skill is seen as the 
development of behaviour (Smulders, 2004). Both the changes in behaviour 
and cognition are said to be ‘tightly intertwined' at the individual level which is 
referred to as integrated learning (Inkpen and Crossan,1995 cited in 
Smulders, 2004; llleris,2003) and as such could be discussed using David 
Kolb's(1984) experiential learning model.
A number of research work with very important findings, which have come to 
shape the general view on teaching are found in the field of psychology rather 
than education (Kelly, 1999). These have been dealing with the nature of the 
learning process itself, leading to the structuring of learning theories, through 
learning styles, learning preferences and the cognitive style of the 
individuals.(Bailey et al.,.2000; Busato et al., 2000; Hsu,1999; Vermunt, 2001; 
Sadler-Smith,2006 and others, see also Demirbas,2001).
The assumption that can be made therefore is that, learning is said to have 
taken place when someone comes to know something which s/he did not 
know before or do something which s/he was incapable of doing before 
(Learning to Learn, 1999 cited in Demirbas, 2001).
Even though most people generally associate the attendance of some form of 
formal courses or classes and the award of certificate at the end of the 
programme as the only and best way of learning (Gupta, 1999), these serve as 
the external factors of the learning process. They cannot work alone without 
the internal factors in the learning process, such as individual differences, 
which are considered as learning styles of the individuals.
Some workers are under the impression that qualifications can affect their 
employment status and conditions, but do not fully correspond as 
competences required by labour demand, within the current economic 
context. There is evidence from research, which proposes that the learning
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process needs to cover a wider scope than formal education and training 
processes. They must also be more flexible in order to meet the demand for 
changing competences (Pappada, 2005).
Hsu (1999) presents learning as an interactive process within a specific 
learning environment, and a product of the activity that occurs between a 
student and teacher. This view represents the traditional model of teaching 
with the teacher/instructor as the source and the student/learner as the 
‘container’ or destination, but this view based on the information transfer from 
source to destination is problematic.
There is evidence that there are differences in the learning process of
individuals due to the differences in their mental, psychological, physiological
and other make up, meaning that, the same information transfer process may
yield different knowledge to different individuals. This view is explicitly
expressed by Smith and Kolb (1996:9) that:
"... while we all learn all the time, we do not all learn alike. As a result of our 
unique set of experiences, we each develop preferred styles of learning. 
These learning styles are simply the way we prefer to absorb and incorporate 
new information. Our learning style affects the way we solve problems, make 
decisions, and develop and change our attitudes and behaviour. It also 
largely determines the career in which we will find the most comfortable fit; 
and perhaps most important for the trainer or teacher, it determines what kind 
of learning experience each type of learner will find effective, comfortable, 
and growth promoting” (Smith and Kolb (1996:9)
The implication in the above statement, is that understanding the range of 
learners’ styles, and factoring it into instructional design to meet learning 
needs of the individuals, is the key to ensuring effective learning. (Fox and 
Bartholomae, 1999; Hsu, 1999 in Demirbas, 2001).
From this, learning can be defined as
“an internal process that is different for every individual and learning style 
can be described as the way individuals acquire new information” 
(Demirbas,2001:35).
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Learning styles are described by Fox and Bartholomae (1999) as the 
biological and developmental set of one's personal characteristics which is 
defined by how an individual processes information.
Individual learners are said to have their own preferred ways of perceiving, 
organising and retaining information that are distinctive and consistent 
(Chou and Wang, 2000; Hsu, 1999 cited in Demirbas, 2001). It is important 
therefore for studies on learning processes to consider these individual 
differences as this shows that each person has a natural and preferred way 
to learn, which in turn renders some learning experiences more suitable for 
their acquisition of knowledge than others. To avoid the situation where 
experiences may turn into a waste of time, individuals must have an 
environment that suits the preferred learning type so as to allow for learning 
to take place. (Learning to learn, 1999; in Demirbas, 2001). How to achieve 
this can be considered looking at the concept of the experiential learning by 
Kolb (1984) and others.
Hoberman and Mailick (1992), posit that in spite of the many ways by which 
learning could be categorised, the three general categories are the” 
philosophical,” “psychological,” and “sociological.” They claim that, while the 
models proposed by the philosophical school tend to be based on speculative, 
analytical and logical analysis, the other two are based on case studies and 
statistical analysis of empirical observations, noting the rareness of finding a 
learning model that is completely based on one category.
They further argue that, though learning theories abound together with that of 
adult learning, learning styles, and transfer of learning, and relate in some way 
to management development, they are often redundant with occasional 
contradictions. While questioning the truth in these theories themselves, they 
still find them useful for discourse. It is believed that the theories whether they 
are presented as theories or processes are important to contribute to the 
overall understanding of how people learn.
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2.8.1 Approaches to learning
The two approaches adapted by students toward their learning are between 
the surface and deep learning approaches. Those employing the surface 
approach are said to focus on rote-learning knowledge associated with 
isolated aspects of the content so as to reproduce during assessment 
situations. This was found to lead to the development of low levels of 
understanding of the concepts.
The deep learning approach calls for the development of understanding of the 
content, seeking the understanding through a search for meaning of the 
aspects of the content encountered in the learning and assignment task by 
relating them to other aspects of the content, and other related subject 
content. This, results in a high level of understanding (Cope, 2000 in Cope 
and Staehr, 2005:182). It is important therefore to create learning 
environments that allow for deep learning.
Using the term ‘mechanisms’ instead of process, Carbonara (2004) presents 
three types that underpin learning that takes place in organisational context, 
which by their nature could be applied to the individual learning. They have 
been identified as follows:
• empirical learning:
• learning by emulation; and
• Learning by acquisition.
These according to Carbonara (2004), ' e m p i r i c a l  i e a r n i n g ’ , generally an 
unplanned process, is concerned with the development of new knowledge 
based on the experience of “doing something”. This includes learning by 
doing, learning by using, and trial and error processes.
‘L e a r n i n g  b y  e m u l a t i o n ’ involves the gathering of knowledge that has been 
developed outside the cognitive system. Here, different knowledge channels 
can be used including consulting sources like scientific and technical 
publications, examination of suppliers, customers and competitors, and the
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participation of events such as conferences and trade-fairs. It begins with 
imitation, then improvement on what has been imitated, then conceptualising 
the acquired knowledge.
Based on the assertion that knowledge which is not found in the cognitive 
system could be brought into the organisation to enhance the knowledge 
base, the mechanism of ‘l e a r n i n g  b y  a c q u i s i t i o n ’ is employed. This process 
can be activated in various ways such as recruitment of expert employees and 
purchasing specialised advice (2004:19).
2.8.2 Formalisation of learning
There has been increasing and regular concerns about the foci and purposes 
of management and executive education (Mintzberg, 2004 in Cullen,2005), 
with the identification of two main types of management development as the 
conventional (classroom, case based etc) type and processual. Mention is 
also made of Holman’s (2000) four types of formal management education as 
academic liberalism; experiential liberalism, experiential vocationalism, and 
experiential school approach (Cullen, 2005).
In the new concept of learning, which supports life long learning, learning can 
take place any where with the work place serving as one of the most 
important settings for learning, offering many opportunities. There is the need 
for learners to take advantage of the opportunities that life and work 
experiences, personal and professional relationship bring to them to learn 
apart from what they gain by using the traditional education and training 
methods.
As suggested by La Rosa (2001 in Pappada,2005),a look at learning as going 
beyond the frontiers of organisations, time and space is a useful one as it 
places the individual to be responsible for his own learning. There seem to be 
a shift of the locus and forms of learning, with learning shifting from the 
traditionally more detailed and precise education and training processes that
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is delivered in schools and organisational settings to the more complex 
concept of learning that has the informal learning which is basically self­
provided and /or managed by the learners themselves as a major player. The 
prevalence of the theoretical and verbal learning based especially on the 
teacher-learner interaction (Bernstein, 1971) is giving way to one of practical 
problem solving learning approach that calls for a deeper interaction between 
learners and their problem areas.
This brings us to the complex issue of learning activities.
Taking a lifelong learning perspective, the learning processes for the 
production of knowledge and competences emerge remarkably. These 
processes appear as a growing set of formal, non-formal and informal 
activities. Winterton; Delamare-Le Deist and Stringfellow (2005) have 
identified formal and informal routes to the acquisition and the formation of 
knowledge, skill and competences (KSC), and have proposed a four route 
typology ranging from tacit KSC, informally gained and uncertified, to the 
qualified KSC which is obtained through the formal instruction and recognition 
by certification. These have in between them, the informal experiential 
learning that is certified through some accreditation and the adaptive training 
in connection with specific learning task such as in connection with product 
and process changes.
The sections that follow will now consider the difference between the different 
routes starting with formal learning, bearing in mind that in reality the line 
between what is formal and informal learning is indistinct (Cullen et al., 2000 
in Winterton et al., 2005), and cannot therefore be rigidly defined. To create 
an analytical framework for this research; the usual distinction among them in 
literature will be presented.
Formal learning
These are the structured development activities such as structured education 
courses, with varying duration, meant to inform and renew professional
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knowledge. It may be at higher education environment or in-company 
refresher and updating programmes. Formal learning includes lectures, 
discussions, simulations and role-plays and other instructional activities 
occurring often in the absence of action.
According to the current ISCED (International Standard Classification of 
Education) definition as introduced by UNESCO in 1997, formal learning is 
that which is produced by schools, colleges , universities and organisations 
that normally provide full-time education (cited in Pappada (2005:6). It is the 
learning which is provided in an organised context with structure by 
pedagogical authorities. In this traditional classroom setting, learning occurs in 
a behaviourist manner where the learner is placed in a position of an object of 
assessment.
The institutions are said to have a hallmark of separating ‘knowing’ and ‘doing’ 
(Resnick, 1987 in Herrington and Oliver, 2000:23), where their emphasis rests 
on the extraction of essential principles, concepts and facts, and teaching 
them in an abstract and decontextualised form.
Formal learning takes place in a situation that has been especially arranged 
for learning. It is institutionally sponsored and classroom based (Marsick and 
Watkins, 1990).
Formal learning has had many criticism such as focusing on “encyclopaedic 
knowledge” while disregarding other aspects of learning such as learning to 
think and learning to learn (Pappada, 2005) and a perceived lack of provision 
for active and experiential learning which is a fundamental requirement for 
working life.
Non formal learning
These are learning processes that take place either in the firm’s environment 
or in an environment which is connected to the firm. They provide training for 
the firm to achieve its goal of improving the skills and competence of its
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employees. The institutions responsible for this kind of training are 
responsible for the design and implementation of the programmes. Like formal 
learning this kind of learning is more or less coordinated by the actors different 
from the learner (Pappada, 2005).
Informal learning
This is complementary to the formal and non formal learning and it is a form of 
experience-based learning where experience is processed reflectively or 
without reflection. It has no formal framework, and not provided by courses. It 
has great dependency on situations and personal attributes or interest of the 
learner. It is often unintentional learning and implicit activity often without 
formalised objective. It may also be incidental and context bound (Garrick,
1999).
This learning occurs as a result of learners acquiring knowledge from varying 
experiences they encountered during their daily lives. This, as stated in 
Schon’s (1983:62) “reflection -in -  action" is central to problem solving 
through which problem solving knowledge, creative thinking and tacit 
knowledge is acquired to generate new understanding and new knowledge 
development. It is a by product of some task or activity, or incidental learning 
(Marsick and Watkins, 1990:7) which is never planned, but following on from 
some work activity, has produced a new problem.
It is enhanced by proactivity, critical reflection, initiative, questioning 
assumptions and seeing an old problem from a different perspective. This is 
close to and support’s Schon’s reflection in action theory, but incorporates 
both workplace mentoring and coaching, concepts which are not included in 
Schon’s (1983) articulation of professional development. Learning to do 
occurs in both action and reflection and includes: networking, coaching, 
mentoring, performance planning and trial and error. Informal learning is seen 
as being pervasive.
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Marginal learning
This includes learning at industry- organised events. In addition to informal 
modes of learning, Becher (1999: 168) identifies marginal learning as 
“activities run by members... in whom the input is also professionally 
contributed”. This includes attendance at, and participation in, industry 
conferences and seminars organised by professional bodies or occupation, for 
reasons such as to catch up with and or share new developments, develop 
new contextual capabilities or to have time out from usual work routines. This 
according to Becher (1999:171) these may be used to advance education and 
learning for participants. The way these learning processes relate to each 
other and differ from each other as explained above is presented in figure 2.9
Figure 2.9 framework of different learning settings.
RANDOM LEARNING
INFORjMAL LEARNING
FORMAL NON-FORMAL
LEARNING LEARNING
Fûimly, socially or self-directed
Media and communication
Framework for different learning
(Source: Pylos, 2001:22 cited in Pappada, 2005:8)
settings
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2.8.3 The outcomes and barriers to learning
Having looked at how learning is achieved, this section will look at the 
outcomes and barriers to learning briefly. Learning is said to result in a 
change in some form of behaviour which in work content will be the 
development of competence. The outcome of learning includes skill which is 
defined as “...the performance of any task which, for its successful and rapid 
completion, requires an improved organisation of responses making use of 
only those aspects of the stimulus which are essential to satisfy 
performance.(Ribeaux and Poppleton,1978:53-54 in Collins, 2004:276). 
These could be perceptual-motor skills, involving physical, motor responses 
such as ability to operate a desktop computer by manager to scrubbing 
machine by housekeeper. High level skills are needed to operate complex and 
expensive technology and others such as cognitive, interpersonal and social 
skills (Collins, 2004).
Competence as has been described is the “underlying characteristic of a 
person which results in effective and /superior performance” (Boyatzis, 1982) 
or the “ability to perform the activities within an occupational area to the levels 
of performance expected in employment (training commission, 1988 in 
Collins, 2004:277). It is therefore the ability to apply the knowledge that has 
been acquired to task or work activity. As a concept it integrates knowledge 
and skill that are assessed via performance. This knowledge could be “know­
how” and tacit knowledge or “know-what”. As has already been discussed in 
first part of this chapter, ‘knowing how’ differs from knowing about ‘how to do 
something’.
Employability is presented as an indirect outcome of learning and 
development. It is said to result from the investment made in the human 
capital of skills and reputation, which requires individuals to engage in 
continuous learning and development. This will lead to the updating of skill 
and stock pile of others that might be needed in future (Collins, 2004).
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2.8.4 Transfer of learning to application
According to the theory of memory, (Tulving, 1972 in Eraut, 2000) specific, 
personally experienced events are stored in episodic memory, while 
generalized knowledge that transcends particular episodes are stored in 
semantic memory, with traffic existing between the two, when it comes to 
application of the knowledge. However, a key issue associated with the 
effectiveness of both formal and informal learning is the degree to which the 
knowledge acquired from the learning episode can be generalised and used in 
a variety of managerial scenarios (Laker, 1990 in Enos et al., 2003).
The transfer of learning looks at the degree to which trainees apply 
knowledge, skills and attitudes they gain in training to their jobs (Enos et al., 
2003).
2.8.5 Summary
This chapter has sought to present an insightful discussion on the construct of 
knowledge as it relates to the research agenda. It has tried to operationalise 
knowledge by looking at what it means when we say knowledge, how it is 
identified and acquired. It also went on to consider its creation, transfer and 
application, all done from the various perspectives as represented in the 
knowledge and management literature. It has been established that 
knowledge there are different types of knowledge which call for different ways 
of knowing.
In conclusion, one can say that the concept of knowledge is complex.
However, there is evidence that there are “two sides to the coin" no matter 
how knowledge is discussed-whether from a process of content dimension. 
Though knowledge is dichotomized by all theorists with the most recurring one 
being the tacit/explicit dichotomy, the parts are always mutually dependent 
and reinforce each other rather than oppose. The key theme in the literature is 
that knowledge; however it is differentiated, has mutually enabling rather than 
competing parts. To have knowledge, one has to acquire it through a learning
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process. The chapter therefore went on to consider how knowledge can be 
acquired for use.
An effort has been made in this chapter to look at the conception of learning 
from both the old paradigm and new. The review has covered definitions and 
theories of learning including experiential learning in hospitality education. 
Factors that inhibit learning have also been perused.
The literature revealed that the various forms of learning have their benefits 
depending on what is to be learnt. Andragogy as compared to pedagogy is 
presented as the preferred approach with Kolb's experiential learning theory 
which incorporates both behaviourist and cognitive dimension of learning 
being the most frequently cited preferred model though others have made 
contributions.
The importance of the social nature of learning has also been looked at from 
situated learning perspective. The key theme is that how knowledge is 
acquired and the type of knowledge being acquired determines it ease of 
transferability between the work place and education. How these theories 
relate specifically to how managers acquire and apply knowledge is presented 
in the next chapter.
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Chapter three
Managem ent knowledge and learning
"It used to be very simple: managers managed, and workers worked. Tbinking and doing were separate. People may 
not have iiked it, but at least they knew where they were. Now no one knows where they stand" (Owen, 2000: 
Coiiaid, 2004).
3.1 Introduction
This chapter addresses the issue of the relevance of hospitality management 
education to the development of hospitality managers. The purpose of this 
second literature chapter is to further the discussion on knowledge and 
learning, seeking to explore the types of knowledge applicable to managerial 
work and the process by which managers develop their knowledge base. The 
previous chapter has established the different ways by which these constructs 
are defined and conceptualized so as to provide a background for the 
deliberation in this chapter.
The notion of relevance which is a key aspect to the relationship between 
education and practice is investigated. This is done by approaching it from 
management knowledge and learning perspectives so as to capture the 
issues related to both, how the content of knowledge is constructed and how 
the contexts for learning aids the process of preparing managers for the 
workplace.
The intention of this chapter is to look at how the notion of management 
knowledge and learning can further advance this discourse, taking on board 
how the nature of knowledge as deliberated in chapter two should determine 
the locus of learning-education or the workplace.
By approaching it from management knowledge and learning perspectives, it 
hopes to capture the issues related to both how the content of knowledge is 
constructed and how the contexts for learning aids the process of preparing
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managers for the workplace. It however begins with a brief section on 
competence as is often related to issues of management job knowledge and 
learning to establish its relationship to that effect.
This approach to the review is taken because, though competence seems to 
play a critical role in acquiring and sustaining a competitive advantage, there 
seem to be a lack of understanding as to the strategic components involved in 
attaining competence (CHME/HEFCE, 2001).It also deals with the relation 
between learning and education and between learning and development as 
the concepts of development, education and learning are often discussed 
along side each other.
In today’s competitive environment, quality management is a challenge which 
hospitality industry and hospitality educators are confronted with. In the 
general management and education literature (llleris, 2003), knowledge and 
learning are seen as drivers in this turbulent environment, leading to the 
concepts of learning and knowledge which have been discussed in chapter 
two, being brought to the forefront of discussions concerning how to achieve 
competitive edge in business.
The economic changes in the world as a result of globalization with its rapid 
technological changes have brought important changes in the composition of 
job skills and the education and training needed by the work force, to meet the 
increasing globalization of business.
The increasing and competitive nature of the global economy leading to 
changes in the nature of work has also brought with it a need for the skill level 
of employees that includes managers to be continuously improved. This need 
for continuous development has also spurred the need for improved 
educational attainment and provision of individual skills. However, this need 
for education and training is no longer seen as the sole prerogative of
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educational institutions but of a broader net-work involving the workplace and 
other individuals and organizations (Lindell and Stenstrom, 2004).
The primary challenge faced by those whose responsibility it is to make these 
managers proficient for the current work place, and the subject of interest in 
management and education literature, is the issue of making available 
competent managers who have sufficient knowledge to carry out their 
changing responsibility. This is within the context of a changing workplace 
which has become an increasingly complex and competitive environment, and 
also serving as a prescribed locus for management learning.
The aim of professional (vocational) education, asserts Jarvis (1983:31),
“...is to produce competent practitioners, so claims the self-evident assertion. 
Yet this assertion is over-simplistic, since, initially, two queries arise that lead 
to further questions: why should the practitioner be competent? And what is 
competency?”
As competent performance is the expectation from the education process, 
what makes up competence performance must be explored .Competence is 
said to heavily rely on the performer’s knowledge and understanding of the 
particular task in the specific job role. The constructs of knowledge and skill 
are inferred to when measuring competence, as they are perceived to 
contribute to competence (Hashim, 2002).
The argument in this research is that, continual advocacy for identification and 
development of competency lists, be they generic or specific is not the 
solution to the relevance problem, but rather the issue of identification of the 
type and nature of knowledge embedded in them and matching it with 
appropriate learning process, to ensure effective transfer from learning to 
application.
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The premise is that when a manager is able to amass sufficient data and 
information and forms a complete pattern that he understands, he would have 
knowledge. This will in turn make him more comfortable to make a decision, 
solve a problem or carry out a task. The single most important factor that has 
been identified, as ultimate in defining organisational competitiveness is 
business-related knowledge.
This knowledge phenomenon, though not a new one has become more 
critical, as the production and realization processes become more complex. 
This has led to the move towards a knowledge paradigm for management 
development. This however is problematic in the sense that though there are 
opinions by professed management gurus, an abstract theoretical speculation 
about a general move towards knowledge-oriented practices, little analysis 
has been done on how this move can be improved upon in the new 
knowledge-oriented business context (Kock Jr, 1997).
Knowledge and competence are often expressed in many forms of formal and 
informal education, or explicit and implicit knowledge in the context of 
professional practice. There is therefore the need to clarify the conception of 
competence in relation to knowledge even though the research does not 
focus on competency. The description of both knowledge and competencies 
and learning vary so it is important to opreationalise these terms for this 
research.
Hospitality and management researchers have investigated the issue of how 
to develop managers to ensure effective performance. This has often been 
done from a competency framework, whereby already derived competency 
statements from the literature in this area are used to develop measurement 
instruments (examples Tas, 1988; and Baum, 1990).
This study that investigates managerial knowledge base and learning (see 
Kay and Moncarz, 2004 for cited works) has opted for a cognitive approach. It
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is also of the view that competency is a stage in the level of development 
towards expertise and ‘Master Manager'.
As such, the knowledge that is accumulated and employed to this end is of 
interest to this research. The debate concerning the concept and nature of 
hospitality as taught within a higher education framework by generations of 
academics is reported as dating back from when these course offerings began 
in the 1970s. The work of Jones (2004), gives a good summary and a critique 
of these issues as reported.
3.2 Competence and management knowledge
Before delving into the knowledge required by hospitality managers to 
become competent practitioners. It is useful to firstly explore what is meant by 
being a competent practitioner or manager. This also calls for the exploration 
of the meaning of the term ‘competency’. Suffice to say however that a 
plethora of definitions and usage of the term exist which vary considerably 
from user to user (see Hoffman, 1999 for a discussion of the various 
meanings and conceptions).
Competencies, as claimed by some authors “emphasize the skills of 
processing knowledge, communication, interaction and problem solving” 
(Poikela and Poikela, 2001:1). It is therefore imperative to establish what it is 
and how it does that. The perusal begins therefore with what is meant by 
competency.
For Boyatzis (1982:21) whose seminal work on competency, is said to have 
meteorised the concept, job competency refers to:
‘an underlying characteristics of a person in that it may be a motive, trait, 
skill, aspect of one’s self image or social role, or a body of knowledge which 
he or she uses’.
More writers continue to conceptualise or operationalise, the term in 
managerial discourse and recent ones have been the work of Antonacopouou
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and Fitzgerald (1996:27, 42, in Buckley and Monk, 2004:41), where they 
propose that competency:
‘...consists of the virtues unique to each individual which are 
expressed in process of interacting with others in a given social 
context’. This definition ‘embraces attitudes, perceptions and 
emotions and emphasises that competence is defined and 
redefined as personal (inherent to self) and situational (contextual- 
social, political etc) factors interact’.
Here we are dealing with an emphasis on the process of becoming a 
competent manager and less on the end result (Buckley and Monk, 2004:42).
Taking this process approach to competence, leads to the issue of the role 
that individual competencies often listed in literature, play in the process of 
making managers. There is an obvious shift of focus from acquisition of 
specific competences to the holistic approach through a process where 
managers may develop their abilities. One way in which this may be achieved 
will be through a focus on knowledge which is seen as underpinning 
competent behaviour and the learning which determine how these are 
acquired and used.
3.2.1 Managerial competence
This section of the literature review is concerned with managerial 
competence. The concept of “competence” is important to the discourse of 
effective hospitality education because,
“/f h a s  r i s e n  t o  t a k e  a  k e y  p l a c e  I n  t h e  v o c a b u l a r y  n o t  o n l y  o f  m a n a g e m e n t  
e d u c a t i o n  a n d  d e v e l o p m e n t  b u t  a l s o  o f  v o c a t i o n a l  e d u c a t i o n  I n  g e n e r a f ’ 
(Holmes et al., 1993).Even though the concept of competency remain at the 
forefront of management development, it meaning and interpretation is 
controversial.
The definition of the term ‘competency’ or ‘competence’ is one of the most 
fraught tasks that exist in the area of business research with little agreement 
among researchers (Page and Wilson, 1994). Though researchers and
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practitioners including academia, all agree to the importance of the concept in 
current management thinking, its definition has not been conclusive but rather 
resulted in adding new definitions or semantics. According to Hoffmann 
(1999) who looked at “ T h e  M e a n i n g  o f  C o m p e t e n c y ” , competence has been 
defined in the literature from several different viewpoints with no widely 
accepted simple definition.
A look at the body of literature on competences or competency therefore 
starts with a fundamental problem. The lack of clarity of meaning in terms of 
universality and also the fact that it applies to many different and often 
conflicting descriptions of human behaviour creates a fundamental problem in 
using the term “competence” or “competency” (Mansfield, 1993)
Its wide application in the management field is attributed to the seminal work 
of Boyatzis (1982). However the “modern regime” of competence initiative is 
said to owe its life to the Harvard psychology professor David McClellard 
founder of the McBer consultancy (Hashim, 2002). Hoffmann however 
asserts that, no particular one can lay claim to the term competency. He 
rather sees a variety of stakeholders being involved in the use of the term in 
relation to their own agendas, as identified by Burgoyne, (1993) in the 
following summary.
• Psychologists were concerned with the concept as a measure of ability 
(Sternberg and Kollingian, 1990) and whether the observable 
performance of a person represented their underlying traits or 
capacity.
• Management theorists applied a punctual analysis to define how 
organisational goals were to be best achieved through implied 
individual performance (Burgoyne, 1993).
• Human resource managers viewed the concepts as a technical tool to 
implement strategic direction through the tactics of recruitment, 
placement, training, assessment, promotion, reward systems and 
personnel planning (Burgoyne, 1993).
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• Educationists attempted to relate the idea of work preparation and 
professional recognition with that of a broad education (Bowden and 
Masters, 1993)
It is no surprise that, Jubb and Robotham wrote:
“It still remains the case that a precise and widely accepted definition of 
competences continues to elude both those researching the field and trainers 
themselves” (1997:171 cited Hoffmann, 1999:275).
From the above discussion, it is obvious that the term has not been clearly 
defined in the literature. What is clear here are the various approaches that 
culminate in a definition. One approach refers to competence to outputs or 
results while the other refers it to inputs or underlying attributes required of a 
person to achieve desired performance. Each definition can be used to 
describe both individual and organizational competencies. It is also obvious 
that the concept has several meanings depending on its purpose or use.
Hoffmann (1999) says that in arriving at a definition, three main approaches 
have to be considered
1. Observable performance (Boam and Sparrow, 1992, 
Bowden and Masters, 1993)
2. The standard or quality of the outcome of the person's 
performance (Rutherford, 1995; Hager et al., 1994)
3. The underlying attributes of a person (Boyatzis, 1982; 
Sternberg and Kolligian, 1990).
In all the literature, competence is used to refer to outputs or results of 
training or learning process, which leads to competent performance, or an 
input, or underlying attributes, which a person requires to achieve a 
competent performance.
Hoffmann (1999) explains that the first approach focuses on output or task to 
be completed. Here individual performances were described as 
competencies in order for them to be performed, observed or assessed to 
obtain accreditation as competent. The second approach looks at it as a
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standard or the quality of the outcome that is used to pursue gains in 
productivity or efficiency at the workplace.
These standards may include those for managing change, standardization of 
performance, minimum or higher levels of performance. The main aim here is 
to ensure that actual performance matches organizational objectives. The 
third is basically looking at the attributes of a person such as knowledge, 
skills or abilities ( K S A )  thus focusing on the input of individuals in order to 
produce competent performance. Here, the description of these inputs could 
lead to the effective development of a learning program. Such a syllabus 
could include the prerequisite knowledge needed to perform competently 
(Hoffmann, 1999). In summary, it is clear that there is yet no consensus on 
what is a good definition of the concept.
“It still remains the case that a precise and widely accepted definition of 
competence continues to elude both those researching the field and trainers 
themselves’ fJubb and Robortham, 1997:171 quoted in Hoffmann 1999: 275).
Indeed it has no widely accepted single definition, no single taxonomy in 
terms of spelling or intent: it is either “competency” or “competence”, the 
former referring to the behaviourists' approach to its use and the latter 
referring to the standards approach. It is either output oriented or input 
oriented depending on the purpose of use. Its importance has a wide range of 
stakeholders.
This study follows the perspective on attributes of a person, such as 
knowledge, skills and abilities (K.S.A). This creates a focus on the required 
inputs of individuals in order to produce competent performances. When these 
inputs are identified, the strategy for the development of a learning 
programme could be defined leading to a good curriculum output. It will 
operationalize competence as having the ability, being capable, possessing 
certain skills and the knowledge to do what you are supposed to do and a 
competent manager as the one who possesses the underlined characteristics.
The issue here is that in simpler jobs it is easier to describe outputs as 
performance and standards of output. However, when the work gets more
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complex with wider range of output, complexity of tasks, uncertain 
relationship between knowing how to do the job and actually doing the job, it 
calls for a new set of underlying ‘KSA’ rather than a set of prescribed 
behaviours. The task of pursuing the development of competency descriptors 
may be easier task with jobs that call for specific inputs rather than 
indeterminate outputs in more complex jobs. Where we start the process 
depends on how the problem presents itself and how the term is defined.
The concept of management competencies which comprises management 
knowledge and skills, has dominated the direction of research that seeks to 
identify and evaluate what makes an effective manager. Both general 
management literature and hospitality management literature have abundance 
of studies that have sought to identify the types of knowledge and skills 
through competency framework that are required for effective management 
(see 3.5).
Though management competence is still a useful concept in the debate on 
how to achieve competitive advantage in knowledge and learning economy, it 
is useful to address the two related issues: management knowledge and 
management learning. This is because to be competent requires possession 
of a bundle of personal knowledge which in turn calls for continuous and 
conscious effort to learn. It is noted that many practicing managers are in 
support of the broader approach to defining managerial competencies, 
whereby the term is used to cover both the specific and generalist knowledge, 
to understand their work environments and in particular draw on their 
experience. This view is said to recognize the transferability and applicability 
of knowledge across different situations and environments (Wallace and Hunt, 
1996; and Johnson, 1992, in Walo, 2000).
From a managerial perspective, management competencies and the 
existence of a generic set/list of competencies have been identified as the 
panacea for the globalization problem. The assertion in literature is that
115
managers who possess and deploy these competencies produce effective 
and or superior performance in the job (Klemp, 1980).Thompson et al. (1996) 
however caution of a ‘blind assertion that possession and use of the 
competencies lead to enhanced job and organizational performance 
effectiveness’. Other “ingredients” go into the recipe for effective 
performance.
3.2.2. Competence: performance measure framework?
This notion of “performance’ is said to have a central place in the 
contemporary discourse of learning and competence. Eraut, comparing 
competence with performance, states that performance refers to what is 
actually done under existing circumstances and that for a professional person, 
there are two dimensions, scope and quality. The former relates to the range 
of roles, tasks and situations that the person is competent in and for which 
their competence is established or may be reliably inferred. The quality 
dimension has a judgement focus, and is about the level of quality of the work 
done by a competent person on a continuum from being a novice in a 
particular task and moving through competence to achieve expertise which is 
regarded as performing beyond level of competence(1994:178-9).
As organisations evolve and grow, leverage core abilities and strength 
increases the corporate performance and the identification of these 
organisational core competencies is paramount to competitive success. An 
organisation’s capabilities are said to be the competencies that are defined 
as a set of skills, complementary assets and routines that provide the basis 
for their competitive capabilities and sustainable advantage (Teece, Pisano 
and Shuen, 1990:28 cited in Roberts et al., 1996).
von Krogh et al., ( 1995) believe that management competencies are very 
critical to sustain the competitive advantage in business. The 1990s saw the 
emergence of competence-based paradigm of competition (Hamel and
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Heene, 1994: Hamel and Prahalad, 1994) which was seen as the theoretical 
response to the great changes emerging in the business environment.
Koch (1997) sees the “adaptation of the proposed competence based 
paradigm as influencing the ways in which managers recognize and perceive 
their business, helps in defining competence, capability and skill gaps across 
the conventional boundaries of industries and is likely to raise the company’s 
flexibility and increase its capability to promptly respond to changes in its 
environment”. Carnoy (1995) emphasises that high productivity which is 
believed to lead to economic growth has become increasingly dependent on 
the effective application of knowledge and information to the production of 
goods and services. In any competition the better trained are the expected 
winners.
The on going competency debate in both the general management literature 
and that of hospitality management, provides a backdrop from which to 
consider proposals for what is needed to become a competent practitioner. 
From the hospitality literature, there is a general agreement on the generic 
competencies (see Kay and Russette, 2000 and Kay and Moncarz, 2004) 
which broadly include financial, human resource, marketing and critical 
thinking for that is needed by management working in the industry.
The U n i t e d  K i n g d o m  ( U K ) ,  ^ o r  example envisaged that real challenge facing 
the education and development of managers for UK was enabling managers 
with abilities to improve the effectiveness of their organisations within 
competitive markets.
Increasing globalisation of production and markets together with the rapid 
technological change and its stringent economic conditions has led to the 
creation of tremendous structural changes in the economies and labour 
markets of many countries of the world. These modifications have brought 
about significant changes in the composition of job skills and the education 
and training required by the workforce (Joyner, 1994). This globalisation of
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business in general and in the hospitality industry (which is the focus of this 
research) in particular, has brought about many issues including standards of 
performance.
As employers seek new ways to position themselves competitively in the 
constantly changing business environment, they require competent 
individuals with the right bundle of knowledge to take on the challenges 
created by the unpredictable and turbulent business environment. This 
individual is the manager. The increasingly competitive nature of today’s 
service environment requires managers who are largely responsible for the 
success and productivity of the service organisation (Geissler et al., 1998).
The importance of management competencies as a tool for effective 
management has long been considered, as organisations continue to explore 
the ‘best practice’ for effective performance. Gilmore et al (1996) in looking at 
the work of others (Boyatzis, 1982; Wrapp, 1967; Yau and Sculli, 1990; 
Zaleznik, 1977 and many others) recognised that, managers need to be 
competent in their relevant functional area, in terms of skills for performing 
tasks and taking decisions is well documented in managerial literature. They 
noted that since managers today have the responsibility to make decisions 
with relatively little relevant information, and often in uncertain circumstances, 
they will have to possess the competencies that will enable them to do so for 
the achievement of quality performance. This is especially so in the service 
context (of which the hospitality industry is one).
In his view, one significant way of ensuring that quality decision-making is 
made comparable to the performance task is by taking a look at the 
management competencies required for those particular management 
decisions and how much of it is displayed by the managers.
The process of raising managers’ competence should be more important to 
educators than mere award and acquisition of qualifications as people’s 
certificates may help them find jobs but their survival and progress are based 
on actual performance on the job. The problem is to determine what skills
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and knowledge are necessary for effectiveness in the chosen role of 
managers in hospitality organisations which will help the business meet its 
strategic objectives.
From his work, Mintzberg (1975) discovered several managerial 
competencies presenting them as the essential components for effective 
management. This included those needed for resolving of conflict, 
establishment of information networks, development of relationships, 
motivating subordinates, and dissemination of information and allocating of 
resources. He called on managers to be retrospective by examining their own 
performance and behaviour, taking on board continual learning for 
improvement (Mintzberg, 1975:61). He called on management education to 
incorporate skill training as it does cognitive training, since teaching theory 
without the opportunity to practice and gain feedback on performance is a 
fruitless venture. His caution which is also the contention of this research is 
that the teaching of management skills to prospective managers must involve 
practice and evaluation. Furthermore, his proposal was for management 
schools to identify the skills and competencies that managers use, expose 
students to opportunities to practice these and then offer systematic 
evaluation on their performance (Mintzberg, 1975:61 and 1990 in Walo, 
2000).Management competences are operationalised as management 
knowledge so we now turn to look at management knowledge.
3.3 Competency, management development and hospitality  
education
The hospitality industry which is a focus of this research has also been greatly 
affected by the economic changes in the world and there is an urgent need to 
meet the higher standards required by labour to meet the challenges. Geissler 
et al. (1998) states that, the literature is full of references concerning, the 
need, for stronger management skills for the hospitality industry graduates 
than the acquisition of college points.
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Considering the economic importance of the tourism industry and specifically 
the hospitality industry, there is also the need to place emphasis on the quality 
of graduates from educational institutes and higher education to the labour 
market. Competence in education is important and this has received 
increased attention in management research (Ladkin, 1995; Hayes, 1990; 
O’Driscoll, Humphries and Larsen, 1991) have all examined core 
management competencies which are essential in today’s rapidly changing 
world.
With the whole concept of skills and abilities moving towards the need for 
competencies, organizations have begun to place greater emphasis on 
determining the competencies of their future managers. The problem however 
is what the education process is doing to develop these competencies in 
future managers. It has been suggested that a stronger link between the 
educational programme and industry be established to ensure that the right 
calibre of managers are produced for the industry.
The hospitality manager today is evolving into a professional whose decision 
process is based on a thorough knowledge of business and people and not on 
intuition and technical knowledge alone.
Hospitality education is said to have been born out of the need to supply the 
industry with competent managers. It is thus driven by industry standards 
(Nelson and Dopson, 2001) or expectation. The contention is that the quality 
of graduates and their retention on the job is the main measure of the success 
of the educational programme.
This is why it is imperative that a core body of knowledge is agreed upon to 
develop competencies in industry managers. There are however, attempts to 
reconstruct the curricula to satisfy institutional and industry need. Wisch 
(1991) proposes the development of generic or general education curriculum 
with an inclusion of specialization of hospitality content. This he says, will 
equip graduates with global view and at the same time give them sufficient 
knowledge and skills of a specialized career.
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Reigal (1991) states that hospitality education basically consists of three key 
elements:
1. Substantive knowledge.
2. Skills
3. Values
The knowledge element, he claims, is needed for the practice and the value 
component to foster career success. Riegal’s statement sums up the general 
perspective of “competence”. Most definitions of competence are made up of 
the three elements above and Perdue, Woods and Ninemeir (2001) state that 
knowledge, skills and performance are abilities required to perform effectively.
Buergermeister (1983) justifying competence as a high factor in management 
knowledge sees today’s beginning hospitality manager, as needing a diversity 
of talent, skills and competencies in order to meet the expectations of 
industry.
The solution to the competencies issue is in education. It is therefore 
necessary to establish an effective hospitality education system, to ensure the 
delivery of quality services by skilled and competent staff. This should be 
preceded by determining the kind of graduate needed by the industry. This is 
the view of Perdue et al. (2000) who noted that the first priority in the 
designing or developing of any training programme should be to determine 
exactly which skills the manager should require, before applying the 
information to the training programme.
It is this determination of what industry needs that is problematic. However, an 
issue is well raised by Churchward and Riley (2002:77) whether industry 
knows what it wants or needs. In their research that sought to contribute to the 
literature on the relationship between the tourism industry and vocational 
education. Churchward and Riley (2002), examined the generic content of and 
the relationship of education job content at managerial and professional levels 
of occupation finding that that marketing, recreation and leisure together with 
business and finance knowledge as important to these jobs. Here, they
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questioned among others, the notion of the “assumption that industry knows 
what it needs and wants”, claiming that an assumption that industry knows 
what it wants is not a safe one. They proposed that one of the “one of the 
strictures upon vocational education is that it should be in some way ‘relevant’ 
to the industry on which it is focused”. Therefore there was the need for ways 
to be found so that both constituents of education and work may be well 
informed regarding Perdue’s (2000) concern. They claim however that, the 
issue is more of effective communication that will enable mutual 
understanding.
Meta competencies can be taught through a variety of teaching approaches 
(Hart et al., 1999). Examples from financial management education show that 
some degree programmes have actively designed competence development 
into the academic curriculum (Hardy and Deppe, 1995).
Higher education should therefore be able to develop a set of generic and 
industry specific competencies which will ensure the standard of performance 
in their graduates. This must “reflect current thinking across the hospitality 
sector” and which can be used to provide broad hospitality industry standards 
for career advisors and students to work towards.
3.4. Management Knowledge
It has been argued by Schempp that:
“ the degree of success that professionals experience in meeting societal 
demands is largely dependent upon the knowledge they generate and 
accumulate for the tasks and obligations they undertake”((1999:.3).
Consequently understanding hospitality management practice will call for an
exploration and analysis of the knowledge base of both hospitality as a
profession, and hospitality as the practice domain. He further argued that
“understanding of knowledge sources and the process of pedagogical
reasoning and action can become a firm foundation for educating” (1999:3).
This rational is seen as applicable to the investigation of hospitality knowledge
base. This view is supported by that of Schulman’s (1987) who calls for
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knowledge to serve as the focal point for educational reform. It must however 
be acknowledged that studying what serves as knowledge in any professional 
domain is not an easy task. Even more so when the conceptualization of the 
term as discussed in chapter 2 is not an easy task.
In the professional practice of management, there are different types of 
knowledge from which managers can draw to gain insight into their 
professions. However, in learning about management and learning to 
manage, managers or would be managers have a variety of sources to search 
from. Management knowledge is legitimated in different sources of knowledge 
that they are likely to come across, both in their study to become managers 
and during their careers.
Managers are seen as taking advantage of new theories and concepts to 
enhance their understanding and to improve their performance (Abrahamson, 
1996; Carson et al., 2000; Huczynski,1993 cited in Ottesen and 
Gr0nhaug,2OO2). By looking at how managers understand the theoretical 
concepts that underpin their performance, Ottesen and Gronhaug (2002), 
asserted that the learning process could range from attendance at 
presentations, reading research literature or interaction with others such as 
colleagues and consultants. Beyond the acquisition however, there is the 
need to establish how they make sense of and use these theoretical concepts 
( Ottesen and Gronhaug, 2002).
According to Fulop and Rifkin (2004), the sources of knowledge that 
managers are likely to come across are based on particular genres of 
managerial writings, with each form representing a particular managerial 
discourse, which then also shapes the particular values and ways of seeing 
what ‘reality’ is.
There is a need for managers in their practice to know how to analyse the 
problems they are confronted with, using the knowledge they have acquired in
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a questioning manner, and how to employ their creative capabilities to ensure 
that solutions are arrived at (Linstead et al., 2004).
In search of what management knowledge is and its nature, Fulop and Rifkin 
(2004) observed that while management practitioners are usually action 
oriented and persistently looking out for ways to improve their work situation, 
they seem to be bemused with and overwhelmed by what to them seem to be 
academic studies on management rather than tools for problem solving. 
These consumers of management knowledge and 'know-how' often seek out 
books and courses on management for a quick fix to their immediate and 
pressing problems, looking for solutions with accompanying steps or recipes 
to attain success or some outcome.
On the other hand, the academics responsible for the development of 
management knowledge are occupied with determining and disseminating the 
‘best practices’, which are required evidence of rigour in their approach that 
practitioners do with their tacit knowledge developed from experiential 
learning situations. The effort of the academics is to establish concepts which 
could be applied across board - conceptual knowledge that they believe will 
help practitioners to better understand what it entails to management across 
many settings, rather than the myopic approach of developing knowledge 
needed for problem solving in any particular context, like the instrumental 
knowledge that practitioners look out for to handle their specific problems in 
terms of their specific symptoms.
Though looking for definitive answers and prescriptions, it is believed that 
formal management study offers a rich world of knowledge in which utilization 
of both instrumental and conceptual knowledge is brought together. However, 
unlike fields like medicine and law, where expertise and knowledge are highly 
prescribed with an extremely regulated framework of practice, subject to peer 
review and penalties, management does not enjoy such protection.
Those who practice management come from various functional areas with 
varying backgrounds, not needing any formal qualifications or training, to
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attain the position which could be reached through various means such as 
promotion, seniority, merit, possessing of functional expertise or other less 
salutary means(Dehler, 1998:65 cited in Fulop and Rifkin, 2004:19).
Duncan (1974) states that the concepts of management are often applied in 
context and at a point in time separate from the where and when the 
knowledge is generated, stating further and supporting the view that the 
producers of management knowledge and consumers of that knowledge are 
two distinct groups.
Business knowledge is used to frequently make decisions, with most 
managers presuming that their managerial responsibility is to make decisions 
(Galvin, 1996).For a contemporary manager working in a modern organization 
to function successfully in the ever changing environment; he would need a 
crucial spread of competencies (See Antonacopoulou and Fitzgerald, 1996 
cited in Buckley and Monks, 2004). These include 'meta-qualities' or the 
personal abilities to know when and how to apply particular knowledge or skill, 
situation specific knowledge which will be applicable to particular 
circumstances and the ability to be open to change, to improvise, innovate 
and to retranslate experiences. These call for the possession of self- 
knowledge, cognitive skills, and emotional resilience and personal drive 
among others (Buckley and Monks, 2004).
Different authors present in the literature a variety of categorisation of 
management knowledge, such as those from Eraut, 1994, and those from 
competency research by Kyoo (2000,), presented below:
Eruat’s(1994) categories of 
knowledge
Kyoo’s(2000) competency dimensions
Knowledge of people Management analysis techniques
Situational knowledge Adaptation to environment changes and 
acquisition of knowledge
Knowledge of practice Personal skills
Conceptual knowledge Management of employees
Process knowledge Problem identification and 
communication
Control /meta knowledge Operational techniques
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Related to skills, and often interchanged by users, the concept of 
competencies has received increased attention in management research 
(Ladkin, 1995) with the term managerial competence being used to 
encompass job related competences, skills, knowledge and understanding, as 
well as competencies relating to the attributes of an individual. They often 
include models addressing functional, behavioural and meta-competence.
Competence based management is said to rely heavily on the notion of 
identifying a range of specific skills and knowledge, which encompass all 
aspects of a managers work (Watson et al., 2004:42).Doing a review of the 
management and leadership competences, Winterton et al. (2000,cited in 
Watson et al., 2004) presented a range of competences and competencies 
deemed necessary for successful managers in the future with critical ones 
including: possessing knowledge based on a technical specialty; ability to see 
and act beyond local boundaries learning and innovation; managing change; 
flexibility; group oriented view of leadership, and transformational leadership.
For those deemed important, the list included: facilitation skills;
communication across national boundaries; self-reliance; responsibility; self­
monitoring; and ability to lean from experience (Watson et al., 2004:43). 
Specifically on hospitality and tourism, studies have explored what 
competences managers in the industry need in terms of core managerial 
skills. For example Hay (1990) who examined the core management 
competencies and management characteristics which are essential in today’s 
rapidly changing world; Tas(1988)and Christou and Eaton (1997) identified 
the most important competences for hotel general managers and came out 
with findings that “soft” or “human-relation”-associated competencies were 
being recommended as the most significant for the managerial roles.
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Perusing some of these findings from hospitality competency research, and 
comparing it with their own research, Kay and Rusette (2000:55) came out 
with the conclusion that , even though most essential hospitality -  
management competencies “fall under the rubric of leadership and 
interpersonal skills”, “technical knowledge of product-service” and “adapting 
creatively to change”, also had rating as being essential for success.
Kay and Moncarz (2004) also found in their study on knowledge, skills and 
abilities needed by Lodging managers that, though literature reports on the 
need for competency in knowledge in human resource, financial management, 
marketing and information technology (IT), what was needed was dependent 
of level of operation. They discovered that though all levels of managers 
needed human resource and information technology especially with property 
management systems. Those higher up needed more skill in financial 
management which was not too important for those down the ladder of 
management though they will require such knowledge for career progression.
Specifically, studies that were carried from the 70s and onwards when there 
was demand for competent hospitality management personnel were aimed at 
identifying what was needed to be competent and how the academic 
programmes could be designed to satisfy those needs (Walo, 2000:90). 
These included the following:
• Mariampolski, Spears, and Vaden (1980) - the required entry-level 
competencies for commercial foodservice managers. This was based 
on Katz (1974) skills classification of technical, human and conceptual. 
They reported that while most of technical and human skills were either 
essential or desirable for the beginning commercial food service 
manager, most conceptual skills were beyond the capability of the 
manager at that level.
• Buergermeister (1983) - competencies needed by beginning hospitality 
managers. Here, the emphasis was that the industry was looking for
127
trainee management personnel who could display skills such as 
effective communication, staff motivation, recognising the importance 
of the customer satisfaction as priority, with the ability to train staff and 
achieve profit. The conclusion in this study was that what trainee 
managers needed to carry to the work place was human relations, 
motivation, supervision and effective communication and not technical 
skills as this could be developed through in-house training programmes 
for the graduates when the enter the work place.
• Tas (1988) -entry level hotel manager trainees competencies and Tas 
et al (1996) on property management competencies. This study which 
laid foundation for many competency research in the 80s.using a 
comprehensive list of competencies deduced from literature, he found 
out that the most essential needed by trainee managers were in the 
area of human relation and included he ability to manage guest 
problems, professionalism, effective communication ,positive customer 
and staff relations; followed by planning, organising, leading and 
controlling; with the remainder relating to financial management ,law 
,food sanitation and safety, reservation and maintenance of room 
standard(Tas,1988:43)here, there is evidence for the importance of 
having generic management skills for effective management of 
hospitality operations. He further suggested the need for education 
programmes to use both classroom experiences and workplace to 
develop these competencies.
• Baum’s (1990) -replication of Tas (1988) US work in the UK on the 
competencies of hotel trainee managers. Here he found that his results 
were congruent with that of Tas (1988) highlighting soft or human 
relation competencies as essential for graduates to possess. The 
general mangers in his study believed that more functional skills could 
be developed through in-house or corporate training, while the soft 
skills could not be developed in the same way.
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Guerrier and Lockwood’s (1990) -work which called for the need to 
research into the knowledge and skill requirements of hospitality 
employees for effective work.
Jones’ (1990) call for the concept of managerial competencies to be 
used as framework for training of managers in the hospitality industry
Indeed the concept of “competence” is important to the discourse on effective 
hospitality education with Holmes et al. (1993), describe it as having risen to 
occupy a key place in vocabulary of both management education and 
development, and vocational education in general.
From the above it is clear that much of the debate is on the scope that the 
term covers.
As the whole concept of skills and abilities move towards the need for 
competences, business organisations have begun to place greater emphasis 
on determining the ‘competences’ of their future managers (Morgan, 
1988;Haywood, 1994 and HEFCE, 1997) and the hospitality industry is no 
exception in this pursuit. It seems that despite the high level of interest shown 
in the concept of managerial competences, there is little available information 
regarding to what extent these are being developed in future managers by the 
education process.
The presence of an efficient national education system is seen as important 
contribution in shaping future managers to provide sound leadership 
(Christou, 2000), with the development of value-adding skills among human 
resources.(Baum,1995) seen as adding to the comparative success of a 
hospitality or tourism firm (Go., Mona Chello and Baum, 1996,cited in Christou, 
2000). This workforce if equipped with the required skill will build a value chain 
serving both internal and external customers.
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Educators therefore need a detailed picture of both the diversity and 
commonality of management competencies for the industry and sectarian 
approach to this is recommended (CHME, 2001).
Furthermore, educators are criticised for their lack of adequate graduate 
preparation, in terms of the competences that they need to perform effectively 
and successfully at their entry-level positions, in an operational/problem­
solving context. According to Fuller (1983), even though the hotel industry and 
hotel education have mutual respect for each other, there is some level of 
misunderstanding whereby industry regards the effort of the education 
process as unsatisfactory in terms of achieving the aim of giving both the 
individual and society at large, remedies for personal and social ills and a 
hope of improvement.
There seem to be a perpetual array of criticism levelled at education with 
education defending itself rather badly. As industry is never slow to criticise 
educational provision, schools need to do self-criticism. This brings forward 
the need for a stronger link between the education programmes and the 
industry.
No matter how disappointing this may sound to educators it is quite refreshing 
to note that the hospitality manager today is evolving into a professional 
whose decision making process is based on a thorough knowledge of 
business and people and not based on intuition and technical knowledge 
alone. This is definitely an evolution that has serious consequences for 
hospitality education.
The very concept of hospitality and the situation in which it is provided poses 
a challenge to both research and education. Hospitality education itself is said 
to have been born out of the need to supply the industry with competent 
managers and thus seen as driven by industry standards (Nelson and
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Dopson, 2001) or expectation. According to them, the quality of graduates and 
their retention on the job is a main measure of the success of the educational 
programme. They however recognize the high turnover rate which is 
attributable to the overestimation by students of their own competence and 
unrealistically high expectation that they carry to the job situation.
Curricular issues have been widely debated in hospitality education literature 
due to the relative newness of the field as a discipline. The need for a core 
body of knowledge for the industry, sedimented as in other disciplines like 
accounting has resulted in the continual attempt at reconstruction of the 
hospitality curricular to satisfy institutional and industry needs.
This lack of common ground is presented by a statement attributed to a 
hospitality executive and quoted by Umbreit (1992:72) that “some institutions 
teach their graduates to do things right while others teach them to do the right 
thing”. In other words some are trained to be effective while others are 
prepared for efficiency. Programmes have either been criticised as being too 
theoretical on one hand and in other instances being too industry focused and 
technically oriented (Pavesic, 1993).
Wisch (1991) proposes the development of generic or general education 
curricular with an inclusion of specialization of hospitality content, arguing that 
this will equip graduates with global views while obtaining sufficient knowledge 
and skills of a specialized career. Though much has been written concerning 
differing concepts of competence and their implications for assessment in 
general, less has been said on how to use competence frameworks to aid 
learning and development. It is believed that, an understanding of this 
relationship is critical for those developing and teaching competence-based 
programmes.
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3.5 Management Learning
How managers learn has become central to the debate on how to educate 
managers. Traditionally, learning has focused on knowledge acquisition and 
abstraction, from which emanates a set of behavioural actions or skills, 
showing that learning has taken place. This behaviourist /cognitivist approach 
is being challenged as not leading to successful learning transfer, thus calling 
for experiential learning approach which is self managed and developmental 
in direction to ensure that managers are able to survive in their environment of 
continuous change.
Management learning is said to involve a conglomeration of processes that 
are related to transformation of knowledge, and have received attention 
amongst theorists (Kolb, 1984; Vince, 1998 cited in Kayes, 2003). The four 
general agendas in management learning as noted by Kayes (2003) are the 
processes around action, cognition, reflection and experience.
3.5.1 Management learning and higher education:
Higher education institutions have a critical role to play in transferring 
knowledge into practice. This section provides the rational for this role. Before 
it does that two key concepts are compared with learning so us to establish 
the context of the issue raised. Learning is thus compared briefly with 
education and development.
3.5.1.1 Learning and education contrasted
As a prelude to looking at various perspective of what learning is, Knowles et 
al. (1998) suggest that the distinction between education and learning must 
be acknowledged. To them, the distinction between the two concepts is that, 
education emphasises the educator while learning emphasises the person in 
whom the change is expected to occur. That is, between the agent of change 
and the person in whom the change occurs. They present education as: “an 
activity undertaken or initiated by one or more agents that is designed to effect
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changes in the knowledge .skill, and attitudes of individuals, groups, or 
communities”(1998:10)
In this context, it is the educator who serves as the agent of change, 
designing activities that induce learning, and presents stimuli and 
reinforcement for learning to take place. By contrast, they postulate that, the 
object of learning is the person in whom the change has to occur and present 
learning (citing from Boyd, Apps et al., 1980:100-101) as “the act or process 
by which behavioural changes, knowledge, skills, and attitudes are acquired” ( 
Knowles et al 1998:11 ).
Hawkins states that:
“Education involves developing the knowledge, skill, mind, character, or 
ability of others....means not only transmitting knowledge, but transforming 
and extending it as well” (2005:4).
Though Knowles and others view education as passive and learning as active, 
Hawkins’ view is that, education stimulates “ a c t i v e ,  n o t  p a s s i v e ,  l e a r n i n g  a n d  
e n c o u r a g e s  s t u d e n t s  t o  b e  c r i t i c a l ,  c r e a t i v e  t h i n k e r s ,  w i t h  t h e  c a p a c i t y  t o  g o  o n  
l e a r n i n g . ” ( 2 0 0 5 A ) .  In accordance with his view, he presents education as a 
dynamic endeavour which involves analogies, metaphors, and images that 
build bridges between the teacher’s understanding and the student’s learning. 
Pedagogical procedures must be carefully planned, continuously examined, 
and relate directly to the subject taught (2005:4).
It can therefore be drawn from these views on education, as stated above, 
that it basically involves activities that must lead to a change in knowledge, 
skill and attitude of the educated. The next is to differentiate between learning 
and development as they are often substituted for each other.
3.5.1.2 Learning and development contrasted
Though the issue of management development is beyond the scope of this 
discourse, there is the need to differentiate it from learning, since there are 
times they are substituted one for the other. These two concepts “learning”
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and “development”, significant experiences for both individuals and 
organisations, are often used either loosely or interchangeably even though 
they are related but are not same concept.
There is therefore the need to know how they are used in a context (Collins,
2004). She believed that the way people think, feel and interpret their world 
and the way they see themselves among other things is the outcome of their 
learning and development. Using Ribeaux and Poppleton's definition of 
learning as; “a p r o c e s s  w i t h i n  t h e  o r g a n i s m  w h i c h  c a n  b e  r e l a t e d  t o  
e x p e r i e n c e  r a t h e r  t h a n  m a t u r a t i o n ”  ( 1 9 7 8 : 3 8  i n  C o l l i n s ,  2 0 0 4 : 2 7 3 ) ,  learning 
here is seen as not only a cognitive process whereby information in symbolic 
form is assimilated (as in book learning) but also as an affective and physical 
process (Binsted, 1980 in Collins, 2004:273) resulting in either a negative or 
positive change from the experience.
The experience gained is supposed to qualitatively change ways people
perceive things (Burgoyne and Hodgson, 1983 in Collins: 273) ... or lead to
“personal transformation” (Mezirow, 1977 in Collins, 2004).
Development, though seen as difficult to conceptualise is used in this case to 
mean:
“...the process whereby, overtime, the individual becomes more complex and 
differentiated through the interaction of internal and external factors” 
(2004:287).
Sometimes, development is seen as connoting progression and 
advancement: as a process of continuity for an organism, individual or 
organisation. It is seen as an irreversible process, though regression to earlier 
phases is possible to occur.
The two are therefore not synonymous. Rather, learning is contributory to 
development as there cannot be any development without some form of 
learning. Learning and development are important issues for the overall well 
being of economies and must therefore not be seen as sole individual and 
organisational matter (Collins, 2004:333). Having established the difference 
as perceived in this perusal, the issue of management education is 
considered.
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33.5.2 Management education
Management education, which until the appearance of the new paradigm of 
learning, that promotes workplace as a competing locus for management 
education, has been the prerogative of higher education institutions. They 
have been providing knowledge to ensure that managers are formally 
prepared for their job roles. The effectiveness of these programmes however 
have become the subject of current debate that questions their relevance and 
effectiveness as a means to develop managers, while the providers are also 
saddled with experimentation to discover a solution to the perennial problem 
This has resulted in body of research which questions its basic assumptions 
(see Buckley and Monk, 2004).
Attempt has been made to identify from the many competing views, two broad 
perspectives on management education (French and Grey, 1996, cited in 
Buckley and Monk, 2005). They have suggested a reform to the content and 
methods of management education, to ensure that consumers are able to 
function well in the very complex and rapidly changing world. Their second 
view rests on the fact that management education itself is illusionary as far as 
providing managers with skills is concerned. This had led to both micro and 
macro efforts to improve the status of management education.
As already stated in chapter one, Seufert and Seufert (1999:1), report on the 
general negative view of management education by critics, by mentioning that 
it is a common thing to hear nowadays of complaints, which some see as 
justified, that a large amount of knowledge gained from management 
education is imparted additively, i.e., in broad contexts without making any 
attempt to interlink knowledge to the questions that arise from business 
practice.
The critics they claim are of the view that the knowledge produced in 
management education, is thought to have been learnt by rote and can 
therefore not be consciously disposed of or summed up to help the 
possessors of such knowledge, to deal with concrete situations. As such
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knowledge is most likely to remain as knowledge that has not been truly 
understood and assimilated.
This view though seemingly popular is seen as an unfortunate development in 
an age when knowledge and its management are seen as the drivers in 
business. The proponents of this view according to these authors, go on to 
suggest the need for the reduction in the quantity of material learnt to 
minimum, so as to allocate the lesson time gained for the cultivation of such 
qualities as problem solving, decision making, creativity etc.
The defence for their proposal is said to be based on the critics claim that, 
high percentage of knowledge acquired soon becomes obsolete. It is 
therefore useless to accumulate much of it. Seufert and Seufert (1999) 
present a counter claim that evidence from cognitive psychological research 
show that knowledge is essential to thought as “those who know nothing are 
not capable of recognising problems , not able to perceive connections 
between different spheres of knowledge and seldom succeed in the search for 
innovative and creative answers and solutions”.
They propose that since the availability of knowledge is essential to all 
learning, the nature of the thought processes during knowledge acquisition 
should be made bare in realistic situations, by not placing all information at 
learners disposal but rather, what will be needed will be the “formative”, 
"opening up” knowledge which enables and thus allow the learners to be able 
to creatively apply their acquired knowledge to their problem solving, while 
taking advantage to create new knowledge (Dubs, 1996,as cited in Seufert 
and Seufert, 1999).
They suggest that instead of current management education's product- 
oriented learning approach, which insists on concrete learning results and 
thus make learners recipients of knowledge, there should be consideration for 
the process- oriented learning approach to management education, to allow 
for the success of learning which is indicated by the ability to transfer what is 
learnt to other situations. It is believed that this will allow knowledge to be built 
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up through complex teaching/learning situations, which will remove the 
passive approach to learning but provoke active involvement leading to future 
ability to solve problems of similar nature, by similar modes of thinking and 
learning. To them, learning and its transferability to other situations will be 
enhanced if the process oriented learning approach, was introduced to 
management education.
According to Cope and Staehr (2005), lecturers in higher education are faced 
with the challenge of how to encourage students to use types of learning 
approaches that are more likely to lead to learning outcomes that are of high 
quality. The advocates for relational perspective of learning which is a 
contemporary and researched based approach to student learning in higher 
education, as proposed by Ramsden (1987, 1988, 1992, cited in Cope and 
Staehr (2005) and then by others who looked at and established a.
“systematic relationship between students’ prior learning experiences, 
perceptions of a learning environment, approaches to learning and quality of 
learning outcomes”(2005:183)
3.5.3 Management learning and vocational education
The object of education is primarily to make societies able to make the most 
out of the conditions they face, through the acquisition and the application of 
knowledge.The prospect of education having the key to success has led 
various governments calling for a review of education and training systems for 
effective application.
The problem is to determine what the required skills and competencies are 
and how best these can be imparted to facilitate career advancement. The 
option is between what is termed as vocational education and general 
education. The unfortunate thing is that the former has been tagged with 
’lower status', batch and students who choose vocational routes are 
traditionally regarded as academically inferior. So while acknowledging the 
continual importance of vocational education and the need for its
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sustainability, there seem to be a gradual move towards general education 
because of the high image placed on it.
So what is it about vocational education that puts it out of favour? Ineson 
(1996) states that, vocational education comprises courses that have both 
vocational and educational aims, in fields such as medicine, education or 
hospitality management and are recognized as providing a direct route into 
particular professions and occupations. Putting it into the framework of this 
research, vocational education is the type of education that aims at preparing 
people for specific professions with varying levels of acquisition, which 
determines which mode and where the education should take place and skill 
and how much of knowledge should be incorporated.
Thompson (2000) in her work on vocational education states that there is the 
need for a new strategy for the kind of education that must be able to provide 
new technical as well as very high academic skills. She suggests a 
performance system that will require students who participate in vocation/ 
technical education courses, to meet the same challenging academic 
standards as those for liberal studies. She states that in the U.S., the focus on 
vocational education was in response to the changes in the economy. This 
means that there is the need for the right management knowledge to direct 
vocational education to competently play its part at the work place and that 
right management knowledge leads to management competence.
Work place ‘know-how’ can be achieved if traditionally accepted academic 
courses are integrated with vocational or technical requirements. There 
should be a work based competence referenced professional education and 
the responsibility for this must be placed on both education and employers.
All countries operating in the global economy are faced with the challenge of 
ensuring that sufficient opportunities are created for individuals and the youth, 
to develop their capabilities towards earning a living wage. (Finegold et al 
2000). According to them. Vocational Education and Training (VET), is 
capable of effectively or otherwise promoting the development of career-
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enhancing ‘transferable skills’. The nature of individual career development 
and outcomes such as wages and turnover rates is strongly influenced by the 
interplay of three elements: -  the breadth, relevance to employment and 
degree of standardization of VET systems (Finegold et al 2000). Education 
and training courses need to provide relevant knowledge and skills for people 
to enter the workforce. There should also be courses to enable people 
already in the workforce to upgrade existing skills and acquire new ones.
This has led to the advocacy for what is variously called career, professional 
or vocational education.
According to Patton (2005), who takes the career perspective, the rationale for 
career education has its original roots in industrial era notions of education 
and career. The traditional concept of career, focused on job for life within a 
framework of vertical progression. The choice of job or career tended to be 
made at the 'end' of formal full-time education, and as education led on to 
work, the role of education was to facilitate the transition between these two 
systems.
The role of career guidance broadly, was as a mechanism to facilitate the 
larger sorting process and the individual choice process at the transition 
between school and work (Watts, 1980). Within this context, career education 
was a curriculum designed to prepare individuals for the transition. Early 
definitions reflected the importance of preparing individuals for career 
decision-making through a systematic and integrated curricular process, and 
were primarily derived from the work of Hoyt and his colleagues in the United 
States of America (Hoyt., Evans., Mackin and Mangin, 1974), and Watts and 
colleagues in the United Kingdom (Law and Watts, 1977).
Vocational degree programs which include those of hotel and hospitality are 
meant to provide skilled employees for the industry and as such their 
curriculum must of necessity meet the needs of both the industry they serve 
and the students who are their direct customers (Raybould and Wilkins,
2005). This objective is fully recognized by tertiary educators in hospitality, 
who have as a result, carried out a number of studies to investigate employer
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expectations, to research into ways of matching the outcomes of their 
programmes with the needs of the industry (Raybould and Wilkins, 2005, who 
also cite Perdue et al., 2000; Nelson and Dopson, 1999; Kay and Russette, 
2000 and Baum, 1991).
A broad initial VET programme includes coverage of the main occupational 
skills required for work in the sector, rather than training specific to a given 
frontline job. Individuals who undertake such a comprehensive course of initial 
VET are likely to be better prepared to make career choices, because of the 
broad exposure to different kinds of work and then to advance within that 
career, upon completion of the course (Keltner et al., 1996, in Finegold et al 
2000).
Hospitality management programmes have been offered at universities in the 
U.S.A. since the 1920s with the first programme being offered by Cornell. 
Hospitality educators are firm in their belief that they are producing graduates 
for the competitive work place.
Ladkin (2000) notes that any initial exploration into the literature regarding 
training and education for careers in hospitality reveals a lively debate 
regarding the importance of selective skills for career development, with the 
accumulation of human capital being one of the important aspects. There is a 
general report in the literature of the changing skill needs for managers in the 
industry to cope with the changing nature of the terrain on which they operate. 
The general trend is the proposition for a move from the emphasis from 
operational/technical skills to corporate /strategic skills (Chung, 2000; 
Umbriet, 1993; Tas et al., 1996 and Gilbert and Guerrier, 1997 all in Raybould 
and Wilkins, 2005).
According to Clark (1995:2, 10 cited in Ying-Wei Lu, 1999), the function of 
hospitality education, is to provide its students with both the operational and 
managerial skills so as to enable them to apply them to the real world. A skill 
which Ladkin (1995) proposes as being interchangeable with competence, is 
said to be an ability that one acquires through the learning and training; and
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has the dimensions of ability to behave effectively in situations of action. The 
acquisition and use of these skills is said to constitute a major portion of 
human activities, with the study of skill learning forming a major part of 
cognitive science (Sun et al., 2001).
Referring to Arnaldo (1981), and Ruddy (1989), Ladkin (2000) states that 
,empirical evidence suggests that vocational education is important to the job 
in hospitality, as many hospitality managers were noted to have had a 
vocational education. The issue for the literature however, is, even though 
vocational education is accepted as important, it is difficult to determine which 
one is more important. Management vocational education or 
Technical/Operational Vocational Education (Ladkin, 2000). This problematic 
situation is worsened by the fact that, the industry is neither able nor willing to 
differentiate between levels of vocational education but simply takes it from 
whatever level and develops it. With the industry’s persistent complaint of lack 
of skill from graduates, education which has always tried to follow industry 
pressures, has from the onset of its programmes incorporated skill training by 
way of experiential learning, with some proposing what is now called enquiry 
based learning.
3.5.4 Experiential learning in hospitality education
Looking at the debate about the curriculum content of hospitality education, 
there is a general difference between the advocates of generic approach to 
management education, as offered by programmes located in liberal art 
institutions and those who advocate a vocational orientation to the curriculum. 
Some call for a mix of generic and vocational specific inputs, while the old 
school believes that the job is best learnt on the job.
Underlying this is the need for programmes residing in vocational higher 
education to satisfy higher education requirements, while at the same time 
trying to produce graduates whose competence will meet the demands of their 
job. There is concern reported in the literature about the trend to move 
hospitality education towards more theory and research than towards
GTm^A<jn,S.9l- 141
&KljJCct 3
practical, hands -on experience. The view is that, balancing the theoretical 
and practical component is more useful than moving from too much practical 
to too much theory (Dimicelli, 1998). The fact still remains however that, at 
least at the lower level of management in hospitality, there is the need for 
industry experience.
Experiential learning is said to have been long associated with the hospitality 
education and is seen as providing a significant link between the discipline 
and practice. As a learning process, it gives students a realistic preview of the 
nature of the job, in addition to helping them to market themselves to 
prospective employers (Talbott, 1996 in Kiser and Partlow, 1999).
From their study to explore the incidence of experiential learning in hospitality 
education, Kiser, and Partlow (1999), reported that all programmes offered 
some form of experiential learning component within their curriculum, with 
nearly six courses per programme. Most of the respondents to their study had 
placed heavy emphasis on industry work experience and food-production/ 
service courses, with all programmes requiring some form of internship, 
industry work experience or practicum.
The experiential learning model that has been used in hospitality education 
has been modelled on that of Kolb's model. This is not surprising as it has 
high level of use in management learning, coupled with andragogical 
principles. Studies reporting its use in hospitality domain dates back to two 
decades, with Whitney (1984), discussing its application in a senior hospitality 
class called “industry experience”, which links industry experience to prior 
course work (cited in Kiser and Partlow, 1999).
It is therefore perceived as being deeply entrenched in the hospitality 
curriculum as reported by Kiser and Partlow. They give examples of its use in 
areas such as food production laboratories, simulations, and field projects, 
with some providing what they call “life operation” or real life experiences. 
This effort from education is to help minimise the effort that graduate entrants 
to the hospitality communities of practice have to make to integrate into the
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practice which like any other management practice, unlike accounting and 
medicine, have no prescribed bundle of expertise and knowledge. The next 
section looks at what the work place can offer to graduates who enter the 
management career.
3.5.5 Concept of workplace learning
Together with concepts like ‘life long learning', and ‘work force development', 
there has been great interest in the concept of ‘workplace learning', with its 
proponents arguing on its superiority above formal modes of knowledge 
acquisition. The debate on whether the workplace is the best locus of 
learning, acknowledges that learning activities naturally arise out of the 
demands and challenges of everyday work experience and social interaction 
with colleagues, clients and customers and are beneficial to the development 
of managers (Fuller et al., 2003).
The workplace as learning location has come about as the emphasis and 
importance of tacit knowledge to performance is recognised. According to 
Fuller et al (2003), a look at the case study literature including those carried 
out by the International Labour Office (ILO), confirms the important role that 
informal learning at the work place plays in the effective use of performance 
practices.
The hypothesis advanced is that skills such as decision making, problem 
solving and communication are acquired through informal learning in the work 
place. It is therefore important to identify different types of informal learning 
that take place at the workplace as well as the role it plays in developing 
managerial competence. This has been discussed in chapter two (2.8.2)
3.6 Chapter summary
The review in this chapter has looked at the literature on management 
knowledge and learning, making a case for vocational management 
education. It has drawn on literature from which the conceptions of 
management knowledge and learning emerge. Management development 
strategies in the context of the hospitality industry have been considered;
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looking at the issue of management learning in which vocational education 
which is experiential in nature and workplace learning, are seen as the 
complementary arrangements needed by both industry and education to 
develop a competent manager.
It has been established that managers need a bundle of knowledge, skills and 
ability to be able to perform competently in the work environment which has 
become turbulent due to increased globalisation which also calls for continual 
learning. From an educational perspective, the issue of relevance is important 
as there is no need equipping people with tools that are not needed. However, 
management knowledge is not as prescribed as those in other professions 
such as accounting and teaching, it is problematic to for those whose 
responsibility it is to educate managers to determine exactly what is needed. 
This is even more so when industry itself does not seem to know what it 
wants. It is clearer however that equipping them with transferable skills which 
can be acquired at either the workplace of education will help them to develop 
competencies that will help them to learn and apply their knowledge.
The next chapter will continue with the empirical research to explore these 
issues from a qualitative interpretative approach where managers tell their 
own story on these issues.
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Chapter 4
Methodological Approach
4.1 Introduction
This chapter discusses the research methodology, research approach and 
instruments used to collect the data. In particular, it will describe the process 
of research design and the use of elicitation methodology taken from 
psychology and knowledge management research to discover a 
representation of the knowledge base of hospitality management. Knowledge 
here is operationalized as:
“An abstract entity consciously or unconsciously created by an individual 
through an interpretation of information sets that have been acquired through 
experience and the consideration of that experience, thus providing its owner 
with a mental and /or physical skill within a given ‘art’ (Albino et al., 
2001:414).
However since the research is looking at individual’s personal knowledge, it 
follows Eraut’s (2000) perspective on personal knowledge.
The focus of inquiry was therefore to qualitatively evaluate the personal
knowledge used in management roles in hospitality and how the personal
knowledge is acquired. Personal knowledge means:
“The cognitive resource which a person brings to a situation that enables 
them to think, interact and perform. This incorporates codified knowledge in 
its personalised form, together with procedural knowledge and process 
knowledge, experiential knowledge and impressions in episodic memory. 
Skills are part of this knowledge, thus allowing representations of 
competence, capability or expertise in which the use of skills and 
propositional knowledge are closely integrated” (Eraut, 2000:114).
It focuses on the value of the knowledge in use. It is said that unless one 
stops to deliberate, this kind of knowledge presents in an integrated form and 
ready for action, with much of it taken for granted and often difficult to explain 
to a researcher. This personal knowledge embodying the total knowledge that 
a manager has at his disposal and underlying his actions, may have a variety 
of origins such as formal schooling or practical experience through a variety of 
learning processes and activities.
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Learning here refers to:
“the process whereby knowledge is acquired.. It also occurs when existing 
knowledge is used in a new context or in new combinations: since this also 
involves the creation of new personal knowledge, the transfer process 
remains within this definition of learning” (Eraut, 2000:114).
These two will serve as basic working definition for operationalising what is
sought after in this research.
Thus, as knowledge has to be learned or acquired, the study is not just about 
what knowledge has been acquired but by what process it was learnt. How it 
is captured is about issues of acquisition, organisation, and representation. 
These have tended to be researched in areas other than hospitality industry, 
such as computer science and cognitive psychology and extensively by 
authors like Eraut (1994, 1998 and 2000 among others) in his studies on 
professional education and professional knowledge and competence.
The study was designed in line with the suggestion made by Boyatzis (1982) 
with influence from Flanagan’s (1954) work on the importance of using a 
systematic analysis in collecting and analysing examples of the actual 
performance of individuals doing the work in terms of the where, what, and 
how of knowledge acquisition for proficient job performance.
The methodological approach taken in this study may yield results providing 
guidance as far as what work role is and enhance the depth of knowledge and 
proficiency of skills that can be offered through the learning process. This 
would give a sense of the relationship between academic knowledge and 
skills to knowledge that apply in work practice.
4.2 The research questions and objectives of the research
This study sought to gain understanding of the nature and mode of acquisition 
of knowledge that underpins managerial performance and the means of 
transfer to application. The context was hospitality industry. The importance of 
incorporating learning dimension into knowledge and competency studies
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have been discussed in the ensuing two chapters dealing with the theoretical 
framework. Using decision making as a vehicle and hospitality management 
as context, the research attempts to answer the question:
‘How do managers acquire and accumulate their personal knowledge?’
The central research questions have been:
• What is the nature of knowledge used by managers-i/i/haf i s  b e i n g  
l e a r n t ?
• From where do job holders acquire the job knowledge that they apply- 
W h e r e  i s  i t  l e a r n t ?
• What are the ways of knowing-How i s  i t  b e i n g  l e a r n t ?
• What are the modes of transmission-are t h e  t y p e s  o f  k n o w l e d g e  
t r a n s m i t t e d  i n  d i f f e r e n t  m o d e s ?
With the view to answering the research questions posed above, the 
objectives for the research were set to investigate the possible relationship 
between the types of knowledge used by managers and their sources of 
acquisition and how they are transferred to application.
A premise of this study is that there is a connection between theory and 
practice in the hospitality management domain. The issue of relevance from a 
content angle is flawed. What the matter is about is matching types of 
knowledge to their appropriate learning processes and not domain knowledge 
content per se.
4.3 Research methodology- a general perspective
The methodology for this study flows from the nature of the research 
problems, the research questions, and the conceptual framework. It is also 
informed by the methodological shortcomings in studying hospitality 
knowledge and skills. Research methodology is a crucial element in the 
research endeavour and its selection needs care as it affects the direction, 
structure and the research process (Sarantakos, 1998).It is described as the 
system of methods and rules that facilitate the collection of data and its 
analysis (Hart, 2003).
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“Research methodology can be conceived as the rules for reasoning, i.e. the 
specific logic to acquire insights” (Ghauri et al., 1995:24)
The methodology section describes what the researcher did with the proposal, 
and it must include the following as essential ingredients: a short description 
of general approach, procedure, framework, research questions, sources of 
data, instruments, analysis and limitations (Anderson, 1998). It is seen as the 
most important component of the written dissertation by Riley et al. (2000).
Methodology concerns the assumptions about how one attempt to investigate 
and obtain knowledge about the social world. The assumptions to be made, 
concern whether the social world is a hard, real, objective reality, external to 
the individual or a softer personal reality, or internal to the subjective 
experience of the individual. The former leads to the search for universal laws 
to explain reality by identifying the themes, and concepts and the relationships 
and regularities between the various elements while the latter involves a 
scientific endeavour in search of explanations and understanding of what is 
unique or particular rather than what is general and universal.
It concerns how individuals make sense of their world. The former follows a 
methodology that seeks to test hypothesis in accordance with canons of 
scientific rigour while the latter seeks subjective information of the subject 
under study. The choice between these is to a large extent, dependent upon 
the nature of the topic.
Here, the topic is ‘knowledge’, which could be approached by either method, 
but given the problem associated with determining what counts as knowledge, 
this study moves towards an interpretive approach. Using knowledge 
elicitation techniques is a novel approach in hospitality research in terms of 
investigating the knowledge base of hospitality management roles. It is 
therefore not about the testing of hypothesis. It is about letting the participants 
tell their story to give a holistic, multidimensional insight into the nature and 
learning sources of knowledge employed. The potential depth that the
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manifold of subjective knowing will bring to this research contributed to the 
choice of qualitative approach used in this study.
4.4 Selected Research methodology
This section deals with the methods employed for data collection. Issues to be 
covered included the study design, data collection procedures and approach 
to analysis.
4.4.1 An overview of the research methodology
This discussion of methodology proceeds with a description of qualitative 
research methods in general, and the specific qualitative method employed in 
the study, i.e. the cognitive task approach (CTA) to the collection, analysis 
and interpretation of semi structured interview data.
The study is about translating acquired knowledge and skill into applied 
knowledge and skill. It attempts to identify the knowledge and skill that were 
actively used by hospitality managers and how they were learned. The main 
issue was to find out the ways people accumulated knowledge, whether it was 
from experience or education and the processes or activities through which 
learning was achieved. It therefore looks at models by which people learned 
from experience and education.
To achieve this, the study works backwards from usage to knowledge. In 
outline, the goal of the research approach presented below was to capture the 
substantive content of a problem and decision into a profile of knowledge and 
skill.
In this respect, there are two problems. Firstly, to decide on what kind of 
observed action or decision would illuminate knowledge and secondly, 
translating the different sources of knowledge, derived from education, 
experience and consulted information and represented by a level of individual 
or professional competence.
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The specific thrust of this study was to work backwards from the applied 
knowledge inherent in the job role of the hospitality manager, towards the 
source of acquisition. It looked at the assumed link between performance and 
job knowledge thus addressing an important theoretical proposition using 
concepts and methods from cognitive psychology.
The argument here was that:
“Professional knowledge cannot be characterized in a manner that 
is independent of how it is learned and how it is used. It is through 
looking at the contexts of its acquisition and its use that its 
essential nature is revealed [...]the nature of the content affects 
what knowledge gets used and how 
[...jtheory and practice are shown to have a symbiotic relationship 
which varies with both the mode and the context of knowledge 
use.[...]learning to use an idea in one context does not guarantee 
being able to use the same idea in another context: transferring 
from one context to another requires further learning and the idea 
itself will be further transferred in the process[...]mode of 
knowledge use [...jtypology of replications, applications, 
interpretations and associations!...]to illustrate the varying degree 
to which theory gets modified in practice(Eraut, 1994:19-20) ".
The study employed an interpretative case study approach designed to 
illuminate the relationship between the occupational knowledge and skills and 
their applications.
The methodology consisted of undertaking two preliminary studies using 
instruments appended to arrive at an appropriate design for the main study. 
The methodology, for the main study, was designed around the problems and 
decisions identified by participants as “critical incidents”. These “critical 
incidents” were used as devices for eliciting knowledge inherent in the 
decisions made, using an interviewing strategy. These then became the 
subject of a qualitative methodology that combined an in-depth interview with 
cognitive task analysis techniques—Critical Decision Method (COM) (Klein; 
Calderwood and Macgregor, 1989).
The technique was modified to develop domain specific cognitive probes to 
elicit information on how the managers acquired and used knowledge, and to 
develop a concept mapping technique for knowledge representation
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(Hoffman, 2004). In other words, day to day managerial problems and 
decisions were seen as initial point of entry into the process of eliciting the 
knowledge and skills employed by people, and how that knowledge was 
acquired.
The methodology addressed how a problem was perceived, how a decision or 
observed action was made from areas of knowledge or skill. The p r i m a  f a c i e  
advantage of using the decision or problem is that it brings partial knowledge 
to the surface, i.e., it captures that knowledge which is immediately useful. 
However, the knowledge and skill that actually apply to a particular decision 
may lay many levels beneath the surface.
The basic problem for elicitation methodologies is how to externalize 
knowledge to make the tacit part of knowledge which had been learnt 
implicitly to be ‘teachable if not codifiable (Raelin, 2000 in Sadler-Smith, 
2006:163) in an explicit form for transfer. The methodological approach 
proceeded from the assumption that not all types of applied knowledge are 
directly observable. Some of it must be inferred from its outcomes.
Managerial work comes under the well-defined cognitive oriented jobs from 
the Dictionary of Occupational Title (DOT, 1993 cited in Wei and Salvendy, 
2000) that lists nine categories of jobs with one dealing predominantly with the 
most cognitive- oriented jobs or task. This includes professional, technical, 
and managerial occupations.
The research had to employ a methodology that addressed the problems 
associated with accessing hard information on what people need to know to 
do their work when knowledge has a tacit component that may be drawn on in 
working situations, to address problems without the user's consciousness 
about their utility. Furthermore, some learning takes place informally and is 
therefore unlikely to be readily acknowledged or scarcely remembered without 
some pertinent prompting.
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Even learning that takes place in formal settings such as in classroom during 
attendance at courses and workshops may be forgotten after a while, though 
easily recognised as learning (Steadman, 2005).
As such, using a Cognitive Task Analysis (CTA) methodology for managerial 
research which aims to capture the knowledge in use was justified. Though 
much of management knowledge may be codified in popular texts and may 
constitute a public discourse, much of the knowledge that underpins practical 
hospitality management expertise may be tacit/implicit which may be captured 
from the perceptual cues and heuristics used. It may be implicit in the day-to- 
day problem solving activities of hospitality management practitioners, but it is 
often difficult to elicit from experts or to codify in public symbols unless a 
careful elicitation approach is employed using proven approaches.
The Critical Decision Method (CDM) interviewing methodology, which has 
proven to be a good candidate method with a focus on the cognitive domain, 
was therefore employed. To extract the thoughts and decision-making 
process on their job, a modified critical decision method (CDM) based on 
argument theory rather than decision tree technique was used as the main 
elicitation method in addition to in depth interviews for data collection (see fig. 
4.1).
The methodological framework is depicted on Hoffman’s (2004) concept map 
representation of the semi structured interview using the cognitive approach 
presented below as figure 4.1 below.
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Figure 4.1 Diagrammatic presentation of using the CDM as a CTA
approach to knowledge elicitation
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Figure 4.1 HyperMap on the topic interviewing for knowledge elicitation. 
Process or event-structure information is highlighted in grey adopted from 
Hoffman, 2004:15
The approach followed was what is presented at the right side of the map, 
whereby the interview was used as a knowledge elicitation technique aided by 
a retrospective story telling to elicit the underlying knowledge.
The shaded areas in figure 4.1 depict how this study used semi- structured and 
unstructured interviews to acquire data. The preparation phase was based on 
reviewing relevant literature and the questionnaire survey. This was followed 
by the critical incident technique using the CDM to gather and validate facts. It 
ended with the concept mapping as a knowledge representation tool which 
yielded a case study on acquisition and application of management 
knowledge.
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The full details of how the data collection was designed and implemented are 
discussed in later sections (4.6.4). The study was designed to have 3 main 
phases with each phase contributing categories to the next. This was made 
up of a biographic questionnaire, critical incident analysis and semi structured 
interviews.
The purpose of the critical decision method is to identify the cognitive 
processes that go on during problem solving and decision making. The 
interview which follows the identification of a problem is given direction by 
using an analysis framework consisting of: problem definition, decision, 
organisational context, personal strategies and the use of knowledge. 
This is the essential structure of the process (see figure 4.4).
Decisions always involve ‘internal or inner arguments' within the decision 
maker: alternative solutions, consequences, timing etc. The thrust of the 
interview was to elicit the participant’s inner arguments, and their expectations 
in terms of ideal solutions versus realistic solutions. It probed the way in which 
and the extent to which the arguments revealed areas of knowledge.
According to Jefferys et al., capturing expert knowledge with argumentation, 
based on decision making is a more efficient approach than the binary effort 
from the decision tree technique.
Their view is that:
“Decision trees may be easily constructed automatically using established 
algorithms, or by hand. These features make decision trees a compelling 
solution for analysis of certain data sets. Argumentation frameworks provide a 
much higher-level representation than decision trees. They place much less 
emphasis on the process of reaching a decision, focusing rather on making 
explicit the factors that contribute to a decision. Argumentation is a dialectic 
technique at heart; a mechanism for coming to a conclusion has been added 
to it."(2006: 924)
This argumentation which is based on the early framework by Toulmin (1958), 
that has a well-defined structure to an argument, where a conclusion can be 
drawn for a claim given a warrant, or a reason for coming to that conclusion. 
Though argumentation has long been used in law, as it provides an approach 
to reasoning about situations that does not allow for absolute truth or precise
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probability to be determined in advance, it is currently being used in areas 
such as medical decision making such as diagnosis or prescribing drugs.
They in their bioinformatics research discovered that capturing expert 
knowledge with argumentation was a better approach than using the decision 
tree though it also has its place in decision research where simple binary 
comparisons are consideredTheir reason is that argumentation help to explore 
reasoning about a situation were subjective factors have to be considered and 
compared and where the weight of these factors are difficult to specify in 
advance. To them “argumentation is an established technique for reasoning 
about situations where absolute truth or precise probability is impossible to 
determine” (2006:924).
In this research, the issue is not the process of decisions making per se., but 
the basis of argument for and against a claim., its use is to seek to describe in 
an explicit manner and the various factors that may be considered in terms of 
the inner arguments that surrounded the problem and decision were explored 
further to ascertain the type of strategies deployed.
Here the search was for reference points, comparisons, and support seeking 
behaviour, and trade-offs and other processes. It was the examination of 
these processes that led to an identification and explanation of the use of 
different forms of information and acquisition of knowledge.
At this stage the analysis drew, from the information across all the transcripts, 
themes that related to identifying key areas of knowledge application and 
direct information usage and their learning sources. These themes formed 
the initial categories from which meta themes emanated. The raw materials 
were the concepts and constructs that lied behind the arguments used. Each 
subject was assessed in terms of high/low degree of reference to information. 
The interviewer then explored the relationship between use of information and 
personal knowledge.
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In short, the methodology was designed to diagnose outcomes (decisions or 
solutions) in terms of knowledge. Subsumed within this process were social 
and psychological processes, which resulted in particular strategies. These 
processes had implications for information gathering and knowledge 
application. The use of in-depth interviews and cognitive task analytical 
techniques was founded on the notion that the participants have well- 
established cognitive schemas in relation to their work, including how things 
‘ought’ to be as well as how they are. Michael Polanyi (1962:41) states that, 
V e  c a n  k n o w  m o r e  t h a n  w e  c a n  t e l l ”
To summarize, this study employs an emergent research design and as such, 
data collection and data analysis were done simultaneously and were on 
going. This was to help discover important understandings along the way, 
which could be pursued in additional data collection efforts, such as asking 
new questions, observing new situations or previous situations with slightly 
different lens (Maykut and Morehouse, 1994: 44 and 174).
Specifically employed thematic analysis based on the constant comparative 
method, from grounded theory approach (see B.G Glaser & Strauss. 1967; 
Strauss and Corbin, 1990) was used to analyze the data in a thematic fashion. 
The various techniques for generating themes were considered (see Ryan 
and Bernard, 2003) to ensure that the phenomenon was well explored.
According to Stough and Palwer:
“Grounded Theory allows the researcher to build a conceptual model that is 
grounded in the data directly obtained from participants in the study" 
(2003:207).
The general inductive approach (Thomas, 2003) was used for the content 
analysis though the key concepts being researched formed initial codes.
Taken from the above overview and the study objectives listed above, the 
specific methodological objectives of the study are presented below:
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4.4.2 The methodological objectives were:
To identify and categorize the typology of knowledge in use by 
hospitality managers, in the context of their professional job role of decision­
making and problem solving.
1. To present the typology of knowledge which emerges in the study and 
compare it with those presented in literature on professional knowledge 
and competence?
2. To identify the learning sources in terms of activities and modes of 
learning.
3. To identify the ways in which knowledge is transmitted over time from 
learning source to application/usage.
4.5 The Exploratory Studies: initial research
The goal of the main study was to collect a typology of knowledge used by 
managers and how they acquired them. This required a clear understanding 
of the domain under study. A methodological trail was therefore pursued 
during the initial bootstrapping of this research, examining both qualitative and 
quantitative approaches, as an effort to define the context and to determine 
which methodology would be most productive in achieving the research 
objectives presented above.
Eliciting knowledge is widely accepted as a difficult process, thus making 
elicitation method a variable and an important issue. Indeed, in looking at the 
area of knowledge acquisition for instance, the concept of the “ k n o w l e d g e  
a c q u i s i t i o n  b o t t l e n e c k ”  has become such a familiar concept as to be 
something of a cliché (Barr and Feigenbaum, 1982 and Cullen and Bryman, 
1988 all cited in Rugg et al., 2002). Preliminary studies therefore had to be 
carried out to identify the characteristics of the domain and provide an 
empirically grounded guidance on the issues concerning choice of the 
appropriate elicitation method for this research.
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These concerns for the right approach for elicitation led to the call for these 
two preliminary studies which were exploratory in nature.
In research process, the earliest stages are likely to be exploratory in nature, 
as it is meant to provide the researcher with the feel of the problem at hand 
(Oppenheim, 1992). It can be used as has been done in this research at the 
first phase of the study to help develop the design for the study (Neuman, 
2000). In this study it has been conducted in two major ways-a quantitative 
and a qualitative approach.
These studies were therefore carried out to familiarise the researcher with the 
issues at stake, as perceived from the literature and to identify any 
bottlenecks that could be anticipated during the field work. The main 
purposes of these studies were:
• to make sure that the appropriate instrument was being used for 
the study;
• to empirically learn about the nature of the domain and the 
terminology ;
• to determine what tasks to focus on to ensure that the knowledge 
elicitation was efficient to yield rich data for the analysis
• to test the suitability of the research questions
The section gives a summary of the initial studies.
4.5.1 Study 1- Exploratory survey using quantitative approach
The first exploratory study which was a quantitative study of managerial job 
content and how it relates to vocational education was carried out on the 
Ghanaian hospitality industry. Against the background of developing 
vocational management education to provide sufficient preparation for 
undertaking managerial jobs, this research into hospitality occupations was an 
initial pilot study. The approach used was derived from work done by 
Churchward (2000) and Churchward and Riley, (2002) which examined the
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generic content of jobs and the relationship of tourism education to the job 
content.
The focus was on managerial and professional level jobs. It employed an 
alternative approach to how job knowledge could be measured. It set out to 
find out whether practitioners knew about the jobs and also about what these 
jobs required in terms of knowledge and skills and how far the education 
provision could help meet the need. The proposition was that what is required 
of education can best be understood if what people actually do at work is 
known.
The specific objectives of the study were:
• To identify the types of managerial and professional occupations which 
were available using the schema used by Churchward and Riley 
(2002).
• To investigate what skills and knowledge were required to do the jobs
• To establish the contribution of education to the acquisition of these job 
knowledge and skills.
• To attempt to contribute to the issue of the Industry- education 
relationship.
Research approach and key findings
S t u d y  s i t e  a n d  s a m p l e
The unit of study for this pilot survey was the Hospitality Industry in Ghana. 
The sectors listed in the Ghana Tourist Board directory was used as a rough 
proxy for tourism occupations.
The hospitality industry in Ghana officially has a six-sector establishment 
structure. (Based on Ghana Tourist Board 2000 directory) The main sectors 
include Airlines, Accommodation Establishments, Travel and Tours operators. 
Night Clubs, Restaurants and Car Hire Agencies.
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The total population of the recommended establishments of the six sectors in 
Ghana according to the Ghana Tourist Board (2000) was 1289. Out of this 
figure, a purposive sample of 64 (5%) was selected from this sample frame.
Additionally, two establishments identified as stakeholders in the hospitality 
industry in Ghana were also included in the pilot survey. These were the 
Ghana Tourist Board, and the Hospitality Educational Institutions. Out of the 
two organizations, a total of (17) respondents, comprising (7) from The Ghana 
Tourist Board, and (10) from the hospitality educational institutions were 
included in the sample, bringing the total sample to 82 respondents from eight 
sectors purposively selected for the pilot survey.
These participants were contacted by the Ghana Tourist Board to solicit their 
interest. The researcher followed up these contacts with letters and personal 
contacts. This was done before the questionnaires were given to participants.
I n s t r u m e n t  a n d  p r o c e d u r e  
To achieve the set objectives, the research instrument of a questionnaire, 
adopted from the one used in Churchward’s (2000) and modified was pre­
tested, and used in the data collection (see appendix B). Designed with 12 
key questions it was used to collect data on the subject's current job, 
organization and educational background. The issue of job title was open 
while that of job sector was adopted from the W.T.O (1983) sector 
classification. It was designed on the principle of established job classification 
scheme, which combines generic job content with some organizational 
variables such as level of authority and activity (Boehm et al., 1976). These 
were adapted to the industry to find commonality within the diverse tourism 
occupations and to go on to relate that to education.
Respondents were asked questions based on the schema proposed by 
Boehm et al. (1976), using the adopted version by Churchward and Riley 
(2002) which suggests that the primary analysis of jobs start with four 
dimensions namely:
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o The work that is actually done (job activity) 
o The level of skill required (job activity level) 
o The level of the job within the organization (job authority level) 
o The specialized knowledge needed to do the job (job 
knowledge)
Demographic information about respondents was also sought. Given the 
exploratory nature of the study, the questions on job activity and job 
knowledge, which related directly to job content and significance of hospitality/ 
tourism education, were deemed most important. The questions on job 
knowledge were adapted from Jafari’s (1977) model.
Copies of the questionnaire were sent out to participants to fill. Initially it was 
meant to be filled in the presence of researcher and collected but some 
respondents asked for it to be collected at later dates. These were collected 
and analyzed using SPSS for windows.
The key findings in relation to the objectives of the study w ere
Looking at the occupations, there were 41 specific job titles identified which 
could be condensed to 12 common managerial job titles. The job title 
‘manager’ was the most cited (23.8%) followed by sales and marketing. The 
remaining was heterogeneous and dispersed. It however showed a 
predominance of hotel and restaurant work due to the nature of the 
population. The results did not give a complete picture of the occupations in 
the industry, but it did not preclude its importance to the hospitality education 
issue.
The main job activities as listed by a majority of them were 60% for customer 
handling; 64% for directing and controlling, and 49% for selling and handling 
complaints. Whether the listed occupations shared some generic content was 
not conclusive due to the biased nature of sample.
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Answering the question on what they thought the level of operation and level 
of cognition needed were, more than 80% of subjects indicated they needed 
to have more than common sense understanding of their activities. Their jobs 
called for an understanding of rational systems, logical and scientific thinking. 
More than 60% of the subjects operated at between middle and top 
management positions; working in small to medium size establishments.
The main areas of knowledge mostly indicated were Hospitality Operations, 
followed by Marketing, Tourism Studies with Psychology and Business 
Administration having low scores. As to what skills were required they talked 
about both technical and interpersonal skills, as depicted in the in figure 4.2 
below:
Figure 4.2 indicated relevant and possessed skills as per survey data.
RELEVANCE AND POSSESSION OF JOB RELATED SKILLS
I
□  Relevant 
H  Possess
op
JOB SKILLS
y  y
The key information gathered from this study was, that it confirmed the 
diversity and heterogeneity of tourism occupations and the key role or position 
occupied by the hospitality sector.
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Conclusions and critique
The questionnaire provided a list of jobs, knowledge and skills which 
participants were to choose from and this restricted the nature of the skills and 
knowledge that could be identified so as to categorise knowledge in use 
The conclusion from the study was that people can describe their jobs using 
many dimensions but find it difficult to focus on the absolute essentials. 
Therefore extending the choice of descriptors led to more multi-dimensional 
description of a job and gave a level of choice too extensive for the sample 
size which was appropriate for a pilot work of this nature. This resulted in less 
conclusive information on the job content and made it incomparable with the 
results from the Churhward and Riley study (2002).
From the data on the knowledge base, there seem to be a crude 
correspondence between the job activities and the knowledge required. The 
results gave a good overview of what the job activities of the domain under 
study and the broad knowledge base were, but did not yield in-depth 
information on the critical nature of how the knowledge was applied. The 
knowledge and skills identified were only to the extent that they were supplied 
in the questionnaire.
F r o m  t h e  a b o v e  i t  w a s  c o n c l u d e d  t h a t  a n  i n d u c t i v e  q u a l i t a t i v e  a p p r o a c h  
u s i n g  a  f o r m  o f  k n o w l e d g e  e l i c i t a t i o n  w h e r e b y  t h e  i n t e r v i e w e r  c o u l d  g u i d e  
t h e  r e s p o n d e n t  t h r o u g h  p r o b i n g  a n d  p r o t o c o l s  w i l l  y i e l d  a  b e t t e r  t y p o l o g y  o f  
t h e  k n o w l e d g e  i n  u s e  i n  t h i s  d o m a i n .
4.5.2 Study 2 -  Exploratory study using Nominal Group 
Interview  technique; Qualitative Approach
Qualitative techniques are now increasingly being used either in conjunction 
with or as alternative to research in many fields including tourism and 
management research. This second phase of exploratory study therefore 
employed a qualitative approach in search of the optimum methodology to 
best answer the research questions.
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Ruyter (1996) suggests that though there is a wide range of elicitation and 
analysis techniques developed in the last decade, the two basic qualitative 
methodologies that are commonly discerned are the individual and group 
interviews.
The common group interview techniques are the focus group, the Delphi 
which is a variant of the focus group and the nominal group interviews. This 
study used the interviewing technique of nominal grouping as an alternative to 
the widely used technique of focus groups. The main reason for the choice of 
the nominal group over the focus group is that, though the interaction provided 
in group dynamics is the key element of success in group performance, as it 
stimulates and generates an interplay of responses which result in rich data, it 
may also have the disadvantage of inhibiting the exchange of opinions and 
ideas from minority or opposing views.
There are so many reasons for this (see Ruyter, 1996; Van de Ven and 
Delbecq, 1974) but for this study, the nominal grouping is a highly structured 
technique which is designed to keep personal interaction at the minimal during 
the initial process of idea generation, while maximising the individual 
contribution of each respondent was used. The choice was based on the 
findings from Ruyter’s (1996) research that compared the focus and the 
nominal and found that the latter yielded more ideas with a more structured 
output, compared with that of the focus group. As the purpose of this stage of 
research was to generate new and varied ideas, the researcher found this 
group technique more appropriate than the popular focus group version.
This group ideas generation interview was carried out with a group of entry 
level managers from hotel industry and the welfare sector. For the purpose of 
this study, entry level managers were defined as those who occupied 
managerial or supervisory roles directly over non-managerial staff. Using the 
Ghana Tourist Board Directory on accommodation enterprises and the Ghana 
National Health Service’s Catering Division’s establishment list, an initial 
database was available for an appropriate purposive sample to be drawn for 
the study. Commercial hotel functional areas namely: front office.
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housekeeping and food service and a group of assistant catering officers from 
hospital catering were selected to represent the welfare sector. These were 
working at job levels where the products of tertiary vocational education are 
usually employed. The design was to have two groups of six for each 
functional area but later withdrawals from the study led to some groups being 
formed by only two persons.
It was an attempt to identify the job activities and the knowledge and skill 
requirements of entry level hospitality managers using the Nominal Group 
Technique (NGT) in the context of the Ghanaian Hospitality Industry. The 
focus of this phase was to generate new ideas on the competencies required 
at entry level hospitality management jobs from practitioners or experts.
The underlying approach Is that what is required of education can best 
be understood if what people actually do at work is understood.
The study sought to find whether the job activities of this group where from 
their own perspective (without pre-determined categories as was done in the 
initial pilot), and to go on to relate it to their educational requirements.
The main questions for nominal group discussion were;
• What are the main job activities that make up your job?
• What are the areas of knowledge that apply to your job?
• What skills do you need to apply to your job?
The tasks for the groups were divided into four distinct phases namely:
1. Silent generation of ideas in writing
2. Round -  robin listing of ideas
3. Discussion of ideas on to a flip chart
4. Rank ordering of ideas individually and in groups ranking
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The specific format used during the group process is presented in 
appendix(C)
The main findings were;
With regards to job activities, most of the activities were operational in nature, 
dealing mainly with planning, organising, directing and controlling of the 
subordinates with specific mention of the activities of each area. This involved 
allocation and control of resources with issues of health and safety and 
budgeting, playing a key role. This is not surprising as most entry level jobs in 
the industry involves direct operation on the shop floor, thus calling for 
application of technical know how or skills.
The knowledge and skill areas were technical, accounting, health and safety, 
interpersonal skills, innumeracy and literacy and computing skills in addition to 
the specific technical skill needed for each functional area. It was clear that 
though participants were able to describe their job activities, they were not 
able to reduce it to key activities.
It yielded similar results in terms of domain knowledge and activities data was 
richer in terms of the specifics as they were not constrained with choosing 
from an already prepared list of activities, knowledge and skills as was done in 
the exploratory survey. For instance when participants said they needed 
accounting in their job they were able to indicate which aspect of accountancy 
and at what level.
Contribution to the main study
Both studies contributed to the final methodology. The questionnaire study 
illustrated that, there was an overlap of skill and knowledge across the 
categories and generic skills were present in hospitality occupations. The 
qualitative added further detail on the nature of hospitality roles in terms of 
what tasks were performed but neither gave a clear indication as to the nature
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of the knowledge base of these roles and tasks, nor how they have been 
transferred from acquisition to application.
4.6 Final Research Design
The aim of this research was to collect data from managers so as to establish 
the knowledge they are using in their managerial roles.
“[..•] the appropriateness of a research approach ‘derives from the nature of 
the social phenomena to be explored ’is it in the things themselves or 
people’s view that are important?”(Easterby-Smith et al., 1991:41).
The way in which research is conducted may be conceived of in terms of the 
research philosophy subscribed to, strategy employed and the instruments 
utilised to pursue the goal or solve the research problem. The philosophy is 
about the way data about a phenomenon should be gathered; analysed and 
used .It is a choice between the positivist and interpretative approach; 
between q u a n t i t a t i v e  and q u a l i t a t i v e  paradigms, between words and numbers 
or a combination of the two (See appendix F for philosophical thoughts behind 
the methodology).
The research design that was adopted in this study follows the constructivist 
epistemology and an interpretive theoretical perspective (Grotty, 1998).
Punch (1998) sees design as situating the researcher in the empirical world, 
and connects research questions to the data. It can be operationalized as the 
basic plan for the research, including the four main ideas of strategy, 
conceptual framework, unit of analysis and tools and procedures to be used 
for collection and analysis of data (Punch, 1998). The design is the key 
component of the methodology.
4.6.1 Selecting a Research Design
To select an approach to the research. Grotty (1998:2-3) the researcher poses 
the following questions:
1. What methods do we propose to use?
2. What methodology governs our choice and use of methods?
3. What theoretical perspective lies behind the methodology in question?
4. What epistemology informs this theoretical perspective?
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Within these are embedded the basic research elements which guide the 
process.
A description of the various components of the research design such as 
epistemological and ontological stance for the research is presented in 
appendix (F). The next section discusses the methods which deal with the 
techniques or procedure for data collection and analysis related to the 
research question for this study. The design for the main study is summarised 
and presented in figure 4.3 below:
It comprised eliciting the knowledge in use and tracing it to its learning 
sources in terms of how managers came to know what they knew.
FIG 4.3 methodological design for the main study using critical 
decision method (CDIVI):
1. Identify 
problems and 
decisions
3. Trace 
knowledge to 
learning source
In-depth'
interviews-
CDM
2. Elicit a portrait 
of knowledge In 
use
4. Interpret 
emerging themes 
Including modes of 
transmission
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4.6.2 Qualitative research approach
A qualitative research approach, data collection instruments, validity and 
reducing researcher biases of data, and the target population of this study is 
discussed in the following paragraphs. A qualitative research design was 
utilised in this study. According to Holloway and Wheeler (2002:3) a 
qualitative research is a form of social inquiry that focuses on the way people 
interpret and make sense of their experiences and the world they live in.
A quantitative research approach which is based on positivist paradigm was 
not applied in this study. (See appendix (’F) for theoretical underpinning for 
methodology).The topic under study yields itself to qualitative research design 
as an appropriate means of obtaining data relevant to investigating and 
analysing hospitality management job knowledge. The knowledge and 
decision making literature places this enquiry in the qualitative frame work, 
though a quantitative instrument of a structured questionnaire has been used 
in the pilot study and will be used to collect biographic data .
For a common base from which to look at qualitative research, Denzin and 
Lincoln defined qualitative research as being :
“multi-method in focus, involving an interpretive-naturalistic approach to its 
subject matter. This means that qualitative researchers study things in their 
natural setting, attempting to make sense of, or interpret phenomena in terms 
of the meanings people bring to them. Qualitative research involves the 
studied use and collection of a variety of empirical materials-case study, 
personal experience, introspective, life history, interview, observational, 
historical, interactional, and visual texts-that describe routine and problematic 
moments and meanings in individuals” (1994:2).
The framework used is the working definition used by Walsh (2003:67-68):
“Qualitative research refers to an interpretative method of collecting and 
analysing data to explore and explain a phenomenon. Researchers who adopt 
this method ‘study things in their natural settings attempting to make sense of 
them or interpret phenomenon in terms of the meaning people bring to them’ 
seeking to learn how ‘people in particular settings come to understand, 
account for, and manage their day to day situations’ as well as the interactions 
people have with others that cause them to have these perspectives. To 
Walsh (2003) its goal is to build an understanding and reconstruction of the 
constructs other people hold”. (Walsh citing Denzin and Lincoln, 1994: 2;
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Miles and Huberman, 1994: 7 and Guba and Lincoln, 1994 see Walsh, 2003: 
67-68).
This research supports this view on what qualitative research is except that 
natural setting may not necessarily be where the action takes place.
Qualitative research is generally characterised as being descriptive and 
concerned with process and meaning rather than simply with outcomes or 
products. It is deemed to be appropriate when the aim of the study is to 
generate new theory rather than to verify existing theory, when conducting 
research on new topic areas, or in new fields.
Qualitative studies ultimately aim to describe and explain (at some level) a 
pattern of relationships, which can be done only with a set of conceptually 
specified analytic categories. Starting with them (deductively) or getting them 
(inductively) is both legitimate and useful paths. In qualitative studies the 
researcher is the key data collection instrument, and tends to collect data in a 
natural setting and analyse the data inductively (Bogdan and Biklen, 1992:29- 
33).
It seeks to draw theoretical propositions or explanations out of the intended 
data where generalisation may be made from particular, the ‘constant 
comparative method’ as postulated by Glaser and Strauss (1967) is used to 
aid analysis.
It is believed that an emergent research case-study approach will help 
explore and describe the job knowledge profiles of these managers. It is 
typically an explanatory -  descriptive methodology. The study is to 
“accumulate sufficient knowledge to lead to understanding” Qualitative data 
has the “speciality of humans and their organizations (according to Lincoln 
and Guba, 1985:227, quoted in Maykut and Morehouse 1994).
The purpose of qualitative narratives, accounts and other collections of words 
are variously described as ‘rich’ “full” and ‘real’ and constructed with the 
“abstractions of number.” (Robson, 1993: 370).
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Qualitative research allows the researcher to understand the phenomena 
under study from a different perspective other than the positivist perspective 
alone (see philosophical justification in appendix F).
The researcher believed that learning and knowledge are phenomena that 
demanded investigation to bring the best of knowledge and learning from the 
past forward to inform the future. Hancock (1998) clarified the researching of 
phenomenon as: “phenomenological research begins with the
acknowledgement that there is a gap in our understanding and that 
clarification or illumination will be of benefit....it will not necessarily provide 
definitive explanations but it does raise awareness and increase insight 
(Hancock, 1998:4). This is the target of this enquiry.
4.6.3 The research strategy for the study
The research strategy refers to how the task of conducting the research is 
approached, and concerns the way the data will be collected and analyzed 
following its own logic (Yin, 1994).
The overall research strategy emerged after the first two phases of preliminary 
studies had been completed, that allowed the researcher to identify issues 
involved in search of answers to the research questions.
Given the object of the cross-sectional study was knowledge identification and 
not about hypothesis testing, quantitative experimental studies were regarded 
as unsuitable. The preliminary studies also ruled out a survey questionnaire 
method as inappropriate as the data required for the understanding of the 
phenomena of knowledge acquisition required a qualitative data and not a 
quantitative data. Comparison of the quantitative and qualitative approach to 
determine a fit of either, or a mix of the two for the research was made and 
the lot fell on the qualitative for information gathering and analysis.
A qualitative data together with an exploratory technique that would allow 
probing for information which may be hidden in long-term memory and to gain
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understanding was needed, following from the results of the two preliminary 
studies.
The researcher therefore decided that the most appropriate strategy, a case 
study method for the collection of the needed information, to answer the 
research questions, would be in-depth interviews. Interviews were carried out 
to find out from people the things that were not easily observable. It is not 
about desirability of method but the appropriateness. The fact is that not 
everything can be observed. Having established that the in-depth semi­
structured interview would be used, the next step was for the researcher to 
employ relevant techniques to get the informants to reveal what they knew, 
felt, thought or believed. This required a knowledge elicitation technique.
According to Johnson and Weller (2002), the elicitation interviewing methods 
or techniques are variously referred to by anthropologists as “ systematic data 
collection techniques” or “structured interviewing methods” but then go on to 
explain that though these methods have some structure, their structuring is 
not as used in the context of a survey research. Even though both are seen 
as generally asking questions in a sort of standardised format, elicitation 
methods are more of an exploratory or emergent character in their attempts to 
reveal the tacit or subjective understandings in some domain. The choice of 
qualitative interview augmented with a cognitive strategy rests on the view 
that:
“A retrospective point of view on learning at work using questions about what 
a person actually did, is more credible than asking what the person might do 
in future”(Taylor and Small,2002 in Doornbos,et al.,2004:177).
Also considered was the frequently held view that verbal data enhances its 
validity when based on actual events and changes in behaviour rather than 
basing it on hypothetical situations (Ericsson and Simon, 1984 in Doornbos et 
al., 2004:179). They also refer to Eruat, et al. (1998) view that when studying 
events or activities, the topic of learning and knowledge are raised indirectly, 
with direct enquiries about learning capable of prompting reports on sources 
of learning.
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The place of elicitation methods in the research process and the selected data 
collection and analysis sequence that the researcher follows, is dependent on 
what the study is about, such as the domain and the population under study 
among other things.
To develop a technique that will help with the elicitation and to manage the 
issues mentioned above, regarding the collection of information from human 
subjects, a search from the literature on how to elicit knowledge was made. 
The literature on task analysis was investigated, as the approach of research 
involves the context of a task to investigate the underlying knowledge in use, 
to see what techniques are used to elicit the kind of information sought in this 
research.
R esearch  m ethods
4.6.4 Cognitive task analysis approach (CTA)
Task analysis has been a key tool for investigations in human factor research 
as it allows the task to be broken down into its components. As such it serves 
as a key tool for training need analysis; whereby the task is studied in detail to 
identify the knowledge and skill needed to conduct them.
he need to understand complex work settings such as that of management is 
demanding as it involves the gathering of appropriately rich data on the work, 
which calls for the application of rigorous qualitative analysis techniques as 
indicated above. However, the traditional task analysis tends to be suitable for 
the more behavioural and physical aspects of a task and thus, a methodology 
with a cognitive approach was required.
The need to identify cognitive skills has been considered in other industries, 
such as marketing and in decision research. Recent studies include those in 
aviation, on aircraft pilots and the ambulance dispatcher decision making 
services and white water rafting guides. This rise in the research in
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managerial cognition has been reported by Gore and Riley, (2000) who used 
a cognitive task analytical methodology to study human resource processes.
Difficulty inherent in researching knowledge
Even though a large amount of management knowledge and hospitality 
management knowledge are codified in popular texts and constitute a public 
discourse, much of the knowledge underpinning practical hospitality expertise 
may be tacit/implicit in nature in the day-to-day problem solving and decision 
making of hospitality practitioners, but difficult to elicit from expert or codify.
It involves cognitive performance which goes beyond hospitality’s codified 
body of knowledge. This need to identify the cognitive skills or tacit knowledge 
calls for a technique that has been tested and proved to be useful for such 
purpose. To do this, cognitive task analysis has been developed in the field of 
cognitive psychology for such purpose.
Cognitive task analysis (CTA) may be defined as an approach that 
“determines the mental processes and skills required for performing a task to 
high proficiency levels and the changes that occur as the skills develop” 
(Redding 1992: cited in O’Hare et al., 1998:1698). It is an extension of the 
traditional task analysis techniques that help to produce information on the 
knowledge, cognitive strategies, and goal structures that provide the 
foundation for task performance with the goal of discovering the cognitive 
activities, that underlie the performance of task in particular domains and to 
identify the opportunities that will lead to improved performance (see 
Hutchins, Pirolli, and Card, 2004 for citations).
The CTA is appropriate for tasks of high cognitive complexity and requires an 
extensive knowledge base, complex inferences and judgment, in an 
environment which is complex in nature, uncertain and in real time (O’Hare et 
al., 1998). This makes it a candidate for researching managerial knowledge 
base, using decision making as a vehicle. The CTA can be looked at as a 
process of problem solving, whereby the questions posed to the subject
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matter experts, and the resulting data collected, are tailored in a way to 
produce answers to the research questions.
The choice of this approach which was adapted to suit the particular concerns 
of this research rests on the belief that “ c o g n i t i o n  i s  a t  t h e  c o r e  o f  h u m a n  
w o r k ”  though not the sole basis of human behaviour in complex work 
situations, such as that of hospitality management (Darse, 2001).and, a 
detailed accurate approach that will capture both the essential procedural and 
declarative knowledge is necessary.
This entails a technique that captures the knowledge and strategies of 
managers and their understanding of the knowledge demands of their 
environment. An array of CTA techniques are available but the most popular 
ones used for investigating knowledge structures are the Applied Cognitive 
Task Analysis (ACTA) and Critical Decision Method (CDM), both of which use 
multiple approaches to analyse the complex cognitive tasks. The study initially 
pre-tested both approaches with the eye of determining which one would be 
most productive.
The initial plan was to use the ACTA which had been applied in hospitality 
research (Gore and Riley, 2000), but after its trial, the researcher chose to use 
the CDM as the main CTA, considering the time that participants were 
prepared to spare for the research. This was used together with a biographic 
questionnaire instead of the task diagram as used in original approach 
suggested by the ACTA approach.
This basically involved a set of three stages intended to compliment each 
other namely:
• The biographic interview
• The critical incident interview
• The knowledge audit or modelling by analysis
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These are believed to help in answering the research questions. The 
questionnaire is used for the demographic data set to help answer questions 
two.
4.7 Method for main study- data collection strategy
Procedures developed and used to conduct a modified version of the CDM 
are described in the following section. Interview probes were developed to ask 
participants to describe an example of a business related problem /critical 
decision that they had encountered in recent past. The modification is that the 
original CDM probes as reported in literature were not used as it was seen to 
be prescriptive. This was because it has been used in situations where the 
domain activity unlike managerial activity is relatively defined.
4.7.1 Sampling strategy
I d e n t i f y i n g  t h e  P a r t i c i p a n t s  a n d  s e t t i n g  f o r  t h e  s t u d y .
The study was conducted in the United Kingdom (UK) at the School of 
Management at the University of Surrey, involving jobholders from the UK 
hospitality industry. Its aim was to establish the relevance of vocational 
management education to hospitality management practice.
According to the knowledge elicitation literature, the researcher must be 
conversant with the domain selected, and the background of researcher 
having served periods both in hospitality industry as practitioner and currently 
academia satisfies this criteria. Using alumni from two UK institutions of higher 
learning that market themselves as offering vocational management 
education, to ensure they all had vocational degrees. These were the School 
of Management, University of Surrey, in Guildford and Oxford Brookes 
University in Oxford all in the United Kingdom. These two were used because 
of their hospitality programmes are vocationally oriented and have achieved 
high reputation.
The University of Surrey was selected both for proxy and the quality of its 
hospitality programme.
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The original plan to use a purposive stratified sample to interview 10 
graduates from each university, who had had a minimum of two years post 
qualification job experience did not materialize. Access became a problem 
and in the end 15 Surrey graduates and 2 Oxford Brookes graduates availed 
themselves to be interviewed, including snowballing in sampling.
As the research was qualitative in nature, non probability criterion based 
sampling; a form of theoretical purposive sampling approach was used to 
select potential interviewees 
The criteria for inclusion of managers were:
• Acceptance to voluntarily take part in the research
• Possession of higher vocational education qualification.
• Work experience of at least two years at the managerial level 
with authority to make decisions.
• Reasonable ability to recall experience and transfer to the 
workplace knowledge learned in formal setting.
• Being geographically accessible for face to face interviews.
The choice for people who have had a period at the management position is 
because according to Beliver (1986) in Stough and Palmer (2003) experience 
is a necessary, though not sufficient, condition for developing -  expertise. The 
intent of using this boundary was to ensure that participant had enough job 
experience to use experiential knowledge.
Finally the alumni data base of the two institutions was used to ensure that 
participants have had some form of hospitality education to be able to 
compare knowledge that has been learned on the job with that from 
education.
Initial communication with participants was made by the researcher’s 
supervisor in consultation with the alumni office of both institutions, followed 
by a formal letter seeking access and explaining what the project was about. 
This was followed by emails from the researcher since all those who
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responded contacted the researcher by email. Further communication was 
done through emails and telephone from initial contact to the final interview 
and the post interview contacts. However the initial interviewees kindly led the 
researcher to the other contacts, by contacting other alumni personally to 
seek access for the researcher to link up and formally request for their 
participation in the research. This kind of snowballing resulted in the 
recruitment of 17 participants for the study.
Introductory letters and sample emails are shown in appendix (A). It was then 
decided to use the email addresses available from the alumni offices. Surrey 
yielded three responses with none from Brookes. Personal contacts were then 
used by contacting industrial placement officers for the contacts they had and 
asking interviewees for more contacts. A list of interview participants and a 
summary description of their demographic and professional characteristics are 
presented in appendix (H). In all seventeen individuals were interviewed and 
19 interviews carried out.
There were three working in the field of Marketing or Market Research, three 
in Consultancy, four in Hotels, three in Events, two in Catering, one in Human 
Resource and one in Travel and Tours.
4.7.2 The research protocol
Following the review of use of interview technique, it was established that a 
cognitive task analysis will aid the qualitative interview as it dealt with 
elicitation of knowledge.(Johnson and Weller, 2002) a cognitive task analysis 
was selected as explained in previous sections. Based upon the review of the 
cognitive task analysis (CTA) methods, the researcher decided that the 
interview will have three parts, each adapted from the Critical Decision 
Method (CDM) technique and the knowledge audit from the ACTA technique 
backed by a biographic questionnaire. However, during the development of 
the interview schedule, it was noted that time was limited and following a 
discussion with research supervisor, it was agreed that the maximum length of 
time that participants could reasonably be asked to spend at an interview was
178
an hour and a half. Due to this time constraint, the interview schedule in the 
CDM approach which usually takes about three hours had to be adjusted to 
make the best use of the time.
As a tool based on the critical incident technique, Boyatzis et al. (2002:152) 
reported having used a 1-hour audio taped interview in which individuals were 
asked to describe their experiences. This was enough to allow for time to 
introduce the topic, explain the procedure, and discuss concerns, allowing at 
least an hour for the actual data collection part of the interview. The interview 
schedule was developed bearing in mind that the proponents of the CDM 
approach claim it could be viewed as a:
Type of protocol analysis 
Case based reasoning 
Structured interviews 
Retrospection
(Hoffman et al., 1998).
This research was based on the retrospection perspective.
4.7.3 Interview  part 1- biographic data
The first part of the interview was a biographic survey using a questionnaire. 
The aim of this phase was to investigate human capital in the nature of the 
educational background and the vocational experience of the participants. Its 
objective was to elicit the source of acquisition of knowledge in a declarative 
manner, which would be complemented with demographic information. The 
questionnaire was used at this phase to gather information on:
Personal details 
Educational background, and 
Job experience 
The instrument used is located in appendix (D).
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a )  p e r s o n a l  d e t a i l s
The questions in this section sought personal bio -data from participants 
about their:
• Age: this is an important demographic variable to consider in this 
research as managers within a similar age bracket are likely to 
hold similar experience apart from the organizational setting.
• Sex: according to Dickson and Wendorf (1999) the literature on 
differences in managerial styles of women and men is extensive 
with popular press tending to emphasize general differences 
between men and women. Therefore it does seem reasonable to 
expect differences in the information searching behaviour of 
male and female managers.
These were to inform the research on the general characteristic of the 
sample.
b )  E d u c a t i o n a l  b a c k g r o u n d
This section asked respondents to give their educational detail. The 
questions aimed at investigating if participants had had any other education 
apart from their initial vocationally specific education in hospitality.
As the research's main aim was to look at the relationship between applied 
knowledge and education and/or experience, this information was crucial to 
the study.
It included questions of general education background to confirm their 
participation at the degree level.
C )  L e v e l  o f  e m p l o y m e n t
This question was to indirectly seek information on the job experience gained 
in the hospitality industry. This was to indicate how procedural knowledge 
was acquired. Experts in a field are often said to have a better- defined 
schema than novices, simply due to the experience they have and are being 
seen as making decisions more efficiently than novices, and performing 
generally better than novices. It was therefore likely that there would be 
differences in applied knowledge as a function of tenure.
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4.7.4 Interview  part two- CDM interview -explore
The second part of the interview was developed around the Critical Decision 
Method (CDM), a qualitative interview using critical incident technique which 
was the main source of information about job knowledge and learning 
sources. While the original approach was developed to elicit information on 
decision making, for this research, the scope was for more general domain 
knowledge information and the decision making served as a vehicle to provide 
contest for the knowledge audit. This is the essential structure of the process 
presented in figure 4.4 based on argument theory (see 4.4.1)
The interview (CDM) followed a two parts format:
P a r t  a - e x p l o r a t i o n
The exploration part was used to the identification of a problem and is given 
direction by using an analysis framework consisting of: part (a) problem 
selection, problem review, and decision.
P a r t  ( b ) -  p r o b i n g  ( p r e s e n t e d  i n  s e c t i o n  4 . 7 . 5  b e l o w ) .
The organisational context, personal strategies by way of assumptions and 
arguments and the use of knowledge were probed. It probed the way in which 
and the extent to which the arguments revealed areas of knowledge (Toulmin, 
1958). The inner arguments that surrounded the problem and decision were 
explored further to ascertain the type of strategies deployed. Here the search 
was for reference points, comparisons, and support seeking behaviour, and 
trade-offs and other processes. It was the examination of these processes 
that led to an identification and explanation of the use of different forms of 
information and acquisition of knowledge.
What were generated at this stage were the raw materials in the form of the 
concepts and constructs that lied behind the arguments used. Each subject 
was assessed in terms of high/low degree of reference to information. The 
interviewer then explored the relationship between use of information and 
personal knowledge.
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The main unit of analysis was not the decision but the applied knowledge and 
its source so any decision that was recalled was seen as memorable (usually 
major). Though the process of collecting the information was developed from 
the CDM it was done without the retelling of the story as the interest was not 
in the decision per se but the knowledge embedded in the making of the 
decision.
The CDM requires the interviewees to tell their story about four times: the first 
as an unstructured, uninterrupted account; this is then followed by a 
construction of a timeline and identification of the key decision points. There 
was further telling of the story but with probes being used to obtain more 
information.
For this study, the structure developed around (i) telling the story (ii) 
interviewer probing whenever issues on the research question appear in the 
narrative. So the recounting of account was interrupted with probes when 
need be, to give direction, (iii) The researcher then probed for more details 
regarding the use and non-use of information and sources of the knowledge 
applied. The probing process was focused on the application of knowledge 
and the learning processes. Questions were based on the research questions 
and information extracted from literature. The time allowed for this part was 
around one hour. The interviewee and the researcher went through this phase 
several times to gain more data on the application of knowledge from more 
incidents. The participants were asked to describe a problem solving or 
decision making case from experience that they had encountered. These 
interviewees were asked to think back to particular decision incidents that they 
had encountered in the course of their duties. No emphasis was made to 
critical incidents because not everyone might have been involved with a major 
decision or problem.
4.7.5 Interview  part 3- ACTA-probe
The basis for this part of the interview was the knowledge audit component of 
the applied cognitive task analysis (ACTA) used by Hutton and Militello
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(1997). However, instead of asking the manager about the knowledge 
requirements, they were inferred from the narratives so the audit was more on 
the source of acquisition of the knowledge that is detected to be applied in the 
study the critical decision method interviewing technique employed followed 
the approach presented in figure 4.4 below: Figure 4.4 represents process 
outlined in both (4.7.4 and 4.7.5) as the schedule used for both the CTA and 
decision interview. It presents how the CDM was used to extract the 
knowledge as explained above. It is a simple argument framework model 
which seeks to describe in an explicit manner, the various factors that may be 
considered for decision.
The research was informed by Toulmin’s structure of an argument, did not use 
Toulmin’s (1958) well defined structure to an argument diagram. It sought only 
to support the knowledge elicitation effort with the decision making serving as 
vehicle and not the main object of study. The diagram in figure 4.4, as a 
simple format was rather followed. It formalises the idea of argumentation 
followed.
Figure. 4.4: The CDM schedule for storv telling and probing used in the 
knowledge elicitation
Explore: 
part a
Rationale for 
the decision 
Rationale for 
Problem definition
Probing: part bWhat were the 
arguments 
used to justify 
Decision?
What are the 
assumptions 
of the arguments?
Time-line
Problem
review Decision
Problem 
Selection (1)
What knowledge lies behind 
the assumptions?
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The questions used did vary after the initial question, depending on the type 
of incidents that came up. However, a pre-planned protocol to aid the 
interview was used which contains the probe questions that guided other 
questions that emerged from the retrospective story telling. It generated case 
studies which included perceptual cues, reasoning heuristics and the decision 
points which could be implicit knowledge, skills or explicit knowledge.
One of the most important aspects of the interview covered in the introduction 
to the interview was that of confidentiality. To allow the interview to be 
conducted with greater ease and allow the interviewer not to spend the entire 
time writing notes and thus being less able to attend to what was being said, it 
was decided to tape record the interviews. However, it had to be confirmed 
with each interviewee that this was acceptable.
The reason for using the tape recorder was explained and then all participants 
were assured that once the tapes had been transcribed, they would be de - 
identified including the de-identified transcripts so as to remain anonymous. 
Furthermore, all individual cases would be treated confidentially and would 
only be reported as aggregate data. Having had the process explained in 
detail, the interviewees were asked again if they were happy to proceed. All 
the 17 interviewees gave their consent, and showed extra care by finding out 
occasionally if the recording was going properly.
The first part involving the filling in of the questionnaire was carried out. The 
interviewer guided each interviewee to fill and when that was completed, the 
main data collection interview followed.
Each interviewee was asked to think back to a particular incident (decision or 
problem) that they had encountered during the course of their duties in the 
last three weeks. This retrospective technique was useful in this situation 
where concurrent protocol analysis, such as think aloud was not suitable due 
to its nature of interfering with normal activities. The decisions and problems 
were used as critical incidents. The interviewee was focused by prompting
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and probing while talking about the incidents. The researcher looked for cues 
and thought processes and how knowledge and learning were acquired. The 
initial focus was on the current jobs though there oscillation between jobs as 
the key objective was to elicit knowledge in use and source of acquisition and 
not types of decisions. The researcher ensured that the interviewee focused 
on a specific problem or decision at a time. Anytime a buzz word was used, 
the interviewee was made to explain.
he researcher listened to identify incidents and asked questions about how 
they were handled, in an attempt to elicit the underlying knowledge behind the 
decision process. The resulting narratives were used as a natural transition to 
elicit the knowledge behind the decision and its learning source. Some 
interviewees told their stories with least prompting while others found it 
daunting to start and needed further prompting. This was a bit difficult as care 
had to be taken not to bias the data.
The central objective was to get the participant to describe at least 4 to 6 
incidents or complete stories. The researcher always probed and espoused 
hypothetical responses by asking for specific examples.
The main approach in line with the argument theory was to probe for thoughts 
that were behind the actions taken. Experience may result in algorithm or rule 
of thumb so these were identified by asking questions like:
• “How did you know that?”
• “How did you come by that knowledge?”
• “How did you reach that conclusion?”
After the first incident had been recalled and dealt with, it became easier for 
participants to talk about other incidents with much ease. As much as 
possible, questions that shifted the interviewee into abstractions were 
avoided, as the researcher gained more experience from one interview to the 
other. On a few occasions some interviewees could not immediately come up 
with specific decisions or problems that they had dealt with. At some stage
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some interviewees became concerned about confidentiality on certain issues 
and had to be reassured and asked to continue without giving crucial details 
that will lead to violation of confidentiality.
The interviews were terminated when enough incidents had been covered 
within the budgeted time frame or when it was clear that no further; probing 
would yield anymore data needed to answer the research questions. Having 
explicated the knowledge or incidents, the interviews were concluded by 
thanking the interviewee for the help and time. The protocol followed 
together with the diagrammatic guide in figure (4.4) is presented below:
INTERVIEW PROTOCOL
Introduction stage:
T h e  r e s e a r c h e r  e x p l a i n s  t h a t  t h e  p u r p o s e  o f  t h e  s t u d y  i s  t o  e x a m i n e  t h e  a p p l i e d  
k n o w l e d g e  u s e d  b y  t h e  m a n a g e r s  i n  t h e i r  w o r k  a n d  h o w  t h e y  a c q u i r e d  t h e m .  C a r e  
m u s t  b e  t a k e n  n o t  t o  i m p l y  t h a t  e d u c a t i o n  i s  b e t t e r  t h a n  e x p e r i e n c e .
Stage one-communication starter
T h e  r e s e a r c h e r  a s k s  t h e  p a r t i c i p a n t  t o  c o m p l e t e  a  s h o r t  b i o g r a p h i c  q u e s t i o n n a i r e .  
T h e  q u e s t i o n n a i r e  f o r m s  t h e  b a s i s  f o r  e l i c i t i n g  h u m a n  c a p i t a l  i n f o r m a t i o n  o n  t h e  
p a r t i c i p a n t s .
i t  i s  t o  s e e  h o w  t h e  r e s p o n d e n t ’s  e d u c a t i o n  a n d  w o r k  e x p e r i e n c e  h a s  i n f l u e n c e d  t h e  
a n s w e r s  c o l l e c t e d  f o r  t h e  p r e v i o u s  e x e r c i s e s .  O f  p a r t i c u l a r  i m p o r t a n c e  w i i i  b e  t h e  
e f f e c t  o f  h o s p i t a l i t y  e d u c a t i o n  o n  t h e  w o r k  o f  t h e  r e s p o n d e n t .  T h e  a i m  i s  t o  f i n d  o u t  i f  
v o c a t i o n a l  e d u c a t i o n  i s  r e q u i r e d  a n d  w h i c h  l e v e l  o f  v o c a t i o n a l  e d u c a t i o n  i s  i m p o r t a n t  
t o  t h e  j o b .
Stage two:
Working through the critical decision incident
Aim: The researcher needs to identify specific examples of decisions made or 
problems that have been solved. Then the main task is to talk about the 
specific example selected by the respondents, The main task is to talk through 
the decision process to elicit the key knowledge concepts applied in the in the 
decision task, getting the respondent to describe the process of making the 
decision and explore the reason behind their approach to identify the 
knowledge items. The main task of the researcher at this stage is to explore the 
question “why did you approach decision this way?” Moreover, the researcher 
will look at the key concepts behind management task or the critical incident 
requiring the decision to be made. In all, the researcher tries to elicit at least 
three incidents of decision or problem solving in an effort to explore the 
applied knowledge and source of acquisition.
Suggested approaches
• W h a t  w e  a r e  g o i n g  t o  d o  i s  t o  e x p i o r e  y o u r  k n o w l e d g e .
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• W o u l d  y o u  l i k e  t e l l  m e  a b o u t  a  d e c i s i o n  y o u  h a v e  m a d e  o r  p r o b l e m  y o u  h a v e  
s o l v e d  I n  t h e  l a s t  t h r e e  w e e k s ?
•  I n d i c a t e  t h e  I m p o r t a n c e  o r  r e l e v a n c e ,  . w h a t  w a s  t h e  c a u s e  o f  t h e  p r o b l e m ?  
( S e a r c h  f o r  c u e s  o f  k n o w l e d g e  o n  t h e  I s s u e s  a n d  h o w  t h e y  k n e w  a b o u t  t h e  I s s u e  
a s  a  p r o b l e m  o r  k n e w  t h e  a p p r o a c h  t o  s o l u t i o n  w a s  r e l e v a n t . ( e x a m p l e s :  
p e r f o r m a n c e  I s s u e s ,  r e l a t i o n a l  I s s u e )  w h y ?  W h a t  I n f o r m e d  y o u r  d e c i s i o n s ?  H o w  
d i d  y o u  k n o w  t h a t /  w h a t  I n f o r m e d  y o u ?  D i d  y o u  u s e  a n y  m o d e l s  o r  b e n c h m a r k s ?  
W h a t  I n f o r m e d  y o u r  d e c i s i o n s ?  H o w  d i d  y o u  k n o w  t h a t ?  D i d  y o u  u s e  a n y  
d o c u m e n t s ?  D i d  y o u  h a v e  t o  c o n s u l t  a n y b o d y ?  W h o m  d i d  y o u  h a v e  t o  c o n s u l t ?  
W h y ?  D i d  I t  h a v e  t o  d o  w i t h  t h e i r  b a c k g r o u n d ?  I s  t h e i r  I n v o l v e m e n t  r e l a t e d  t o  t h e i r  
e x p e r t i s e ?
H o w  I n v o l v e d  w e r e  t h e y ?  W h a t  s t a g e  o f  t h e  d e c i s i o n  m a k i n g  p r o c e s s  d i d  w e r e  
t h e y  I n v o l v e d  I n ?
S t a g e  2  -  K n o w l e d g e  A u d i t  
M a k i n g  t h e  d e c i s i o n
A i m :  T h e  r e s e a r c h e r  I s  t o  e x p l o r e  I n  d e p t h  t h e  k e y  a s p e c t s  t o  e x p o u n d  o n  e a c h  
c a t e g o r y  o f  k n o w l e d g e  u s e d  a n d  w h y  t h e y  a r e  u s e d .  T h e  r e s e a r c h e r  w i l l  l o o k  f o r  k e y  
v a r i a b l e s  a n d  t h e i r  c o n t r i b u t i o n  t o  t h e  e f f e c t i v e n e s s  t h e i r  a c t i o n s .  T h e  r e s e a r c h e r  w i l l  
l o o k  f o r  k e y  s t e p s  t a k e n  t o  b e  m a d e  a t  e a c h  s t a g e  o f  t h e  p r o c e s s  a n d  t h e  b a s i s  f o r  
t h e  s p e c i f i c  d e c i s i o n s  m a d e .
S u g g e s t e d  a p p r o a c h e s
P i c k  e a c h  c o m p o n e n t  a n d  t h e n  c a r r y  o n  a s  f o l l o w s .
D i d  y o u  h a v e  a n y  I n f o r m a t i o n  t o  c o n s i d e r  b e f o r e  a r r i v i n g  a t  d e c i s i o n  o r  s o l u t i o n ?  
Y o u  l o o k  a t  a n y  f a c t o r s  I n  t h i s  d e c l s l o n - m a k i n g ?
W h a t  I n f o r m e d  y o u r  d e c i s i o n  ?
H o w  d i d  y o u  l e a r n  t h a t ?
S T A G E  3 -  p r o b l e m  s o l v i n g
A i m :  T h e  p r i n c i p a l  a i m  h e r e  I s  t o  e x p l o r e  t h e  I n t e r v i e w e e s ’ j o b  k n o w l e d g e  t h r o u g h  t h e  
p r o c e s s  o f  s o l v i n g  a  p r o b l e m  t h a t  I s  a n  u n a v o i d a b l e  I s s u e  I n  o p e r a t i o n s .  T h e  
r e s e a r c h e r  w i l l  e x p l o r e  h o w  t h e  p r o b l e m  was s o l v e d  a n d  c o m m o n  I s s u e s  t h a t  c o m e s  
w i t h  I t .
S u g g e s t e d  a p p r o a c h
S e a r c h  f o r  t h e  m a i n  s t e p s  t h e  r e s p o n d e n t  w i l l  t a k e  t o  I n v e s t i g a t e  t h e  p r o b l e m .  H e r e  
t h e  a i m  I s  t o  f i n d  o u t  t h e  I s s u e s  c o n c e r n i n g  h o w  t h e  r e s p o n d e n t ;
• R e c o g n i s e s  t h e  p r o b l e m
• U n d e r s t a n d s  t h e  p r o b l e m
• P r i n c i p l e s  u s e d  t o  I d e n t i f y  a n d  r e m e d y  t h e  p r o b l e m
4.7.6 Trustworthiness
The techniques employed to establish trustworthiness of the data collection 
and analysis, included peer debriefing, data-source triangulation and member
187
check. A peer debriefing was completed by having a researcher with a formal 
training in qualitative methods and having used the same approach in both 
her doctoral research and current consultancy work review the coding for 
consistency, relevance and logic. The reviewer also examined the interview 
transcripts to determine if there were leading questions. This led to avoiding 
the use of textual data from such questions in the analysis. The reviewers 
comment with the findings based on the purpose of the research was useful.
Data source triangulation which is cross-checking perspectives (Patton, 1990) 
was obtained from informally interviewing a University of Surrey student who 
had just returned from placement together with the placement tutor, on the 
issues on placement which was recurrent in the data.
Member check was completed electronically by sending email of the 
transcribed data to two subjects to verify the representation of what had 
transpired. Those who were interviewed twice were also given the original 
data from the first interviews.
4.8 Approach used in Analysis of qualitative data
A qualitative approach was taken to analyse the data collected to be able to 
answer the research questions. The approach used was thematic content 
analysis using grounded theory principles and using constant comparative 
method to group the data (Glaser and Strauss, 1967 in Maykut and 
Morehouse, 1994: 134).This combination is akin to the general inductive 
approach which is a systematic procedure used to analyse qualitative data 
with the analysis guided by specific objectives. The key aim of the approach is 
to allow the research findings to emerge from the frequent, dominant or 
significant themes inherent in the raw data, trying to avoid the restrictions 
imposed by specific structured methodologies (Thomas, 2003:2).
4.8.1 Data management
The main stay of analysis is that, textual data (in the form of field notes or 
transcripts) must be explored using some variant of content analysis and 
some aspect of grounded approach where inductive process is used to
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identify analytical categories that emerge from the data. These analytical 
categories are used to describe and explain the phenomenon.
4.8.1.1 Organization of data
The data for the interviews were audio taped. These were transcribed and 
analysed. Each transcript was then checked against each tape for accuracy 
by reading each transcript while listening to the tape of each interview. The 
transcripts were then read several times in order to get a feel of the whole 
data and to identify the themes and categories.
At the first stage, transcripts were coded by highlighting key words, to 
determine emerging themes or units of meaning in the data.
Each theme was assigned a code.
4.8.1.2 Conceptual coding and the Constant Comparative 
Method
This is a non-mathematical procedure that is designed to identify themes and 
patterns in qualitative research. This method combines inductive category 
coding with simultaneous comparison of all units of meaning obtained. The 
constant comparative method of data analysis as presented by Maykut and 
Morehouse (1994: 135) is presented below in Figure 4.5.
Figure 4.5: constant comparative method :
categories
Refinement Exploration of 
relationships 
and patterns 
across 
categories
Integration of data 
yielding 
understanding of 
people and
settings being
studied
anIndicative coding
simultaneous 
comparing of units of 
meaning across
categories
category
and
Source: from Maykut and Morehouse (1994:135) modified by researcher
The basis for theme development was determined by the research objectives. 
The themes in the work of Baum (1990); Tas (1988) and Riley and
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Churchward (2002) were used together with those from the findings from the 
preliminary studies to help develop the deductive themes. Other themes that 
emerged from the transcripts were included.
The thematic analysis was used to identify recurrent issues and experiences 
in the subject’s comments and applying the constant comparative method for 
analysis (Kvale, 1996).
Themes not directly related to the research questions or useful for the 
research objectives were then eliminated. Excerpts from the transcripts 
presented in a form of cases are presented in chapter five as findings.
The qualitative analysis was performed to group representative task and job 
knowledge content into homogeneous dimensions based on judged similarity. 
The resulting classifications constitute a composite description of task 
composition and job knowledge requirements as found from the study. How 
these are learnt is also derived from the content analysis of the responses of 
the participants by the researcher.
The goal of this research was to capture the knowledge in use by managers 
and their learning sources. Following a qualitatively oriented methodology of 
semi structured interview format, aided by a cognitive task analysis approach, 
the critical decision method, was used. Having collected the data by audio 
recorders, and transcribed them into interview narratives, the researcher used 
thematic content analysis of the narratives from the 17 interviews, to extract 
more directly the knowledge in use, and its learning process. Six of these 
were further selected and studied as cases.
The selection of the six was based on the degree to which the information 
captured during the interview answered the objectives of the study, and the 
fact that the information from them were found to exemplified learning 
experiences that were common to most of the participants. These six were 
judged to be information rich for analysis of the phenomenon.
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4.8.2 Analysis structure
The structure follows Wolcott’s (1994) three stage approach to transforming 
qualitative data namely description, analysis, and interpretation. These 
sections in this chapter constitute analytical approach applied to the data 
collected in the process of the research. It begun with a descriptive analysis, 
leading to the development of interpretative analysis, which will lead to major 
conceptual categories along with the lower order sub-categories which 
support them.
The material had been open-ended interviews and open-ended biographical 
questionnaires of 17 managers with vocational hospitality management 
qualifications to find out the sources and accumulation of their human capital. 
(MAXQA, qualitative software was initially used for data management and to 
handle coding and retrievals of codes and segments). There was no further 
use as the nature of data called for a closer look at the data by researcher 
rather than what the software could allow, beyond helping to manage the data.
Each conceptual part of the study reflects different levels and stages of 
analysis, using inductive categorisation and deductive application of 
categories to data, though not mutually exclusive, but interlinked. This is 
because a manager’ job activities involve the application of all types of 
knowledge gained from formal and informal learning, all of which are part of 
the whole learning experience. This gives rise to the fundamental problems 
raised below.
4.8.3 The Fundamental Problems
The research used a job/task analytical approach which produced two basic 
elements about the job, namely, written descriptions of activities that have to 
be performed and specifications indicating which specific skills, competencies, 
knowledge, capabilities and other attributes one must have, to perform the job 
successfully. Profiling of the job demands, on the basis of the analysis was 
faced certain fundamental problems. These problems faced by the researcher 
are highlighted below.
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The framework for the analysis was constructed to address four major 
problems inherent in the study methodology. These are:
• How to categorise the incidents within the subject descriptors
• Recognition that the knowledge contained within incidents is itself 
difficult to categorise in terms of type of knowledge.
• How to identify when and how this knowledge was learned.
• Identifying the means of transmission by which particular knowledge is 
recalled and brought “into play” within the current incident.
How to categorise the selected incident within the subject descriptors
The concept of “activities” or regular activities is said to be a good way to 
operationalize (organisational) knowledge for it to be researched and 
managed. However the task of analysing activities is complex. (Burton- 
Taylor, 2004:15) and Teece's views organisational as being “embedded... in 
organisational processes, procedures, routines and structures (2000:36). This 
is because managerial job activities that have high cognitive component, such 
as in decision making and problem solving or judgements, which were the 
context used for incidents, can be presented in various forms such as 
functions, roles or tasks.
According to Carroll and Gillen(1987), the literature on managerial activities 
(Cole,2004) primarily used planning, organising, leading and controlling- 
(POLC) framework based on Henri Fayol’s work, which they claim to be the 
dominant way of describing managerial activities and regarded as more useful 
than the managerial role framework presented by Mintzberg (1971), which 
according to them is rather abstract. On the contrary however, a look at 
management literature on managerial activities shows the prevalence of the 
use of the Mintzberg’s role framework.
This view of opting for Fayol’s framework is countered by reports that, 
applications of Mintzberg’s ten role model have a respectable tradition in 
studies of organisational behaviour in hospitality industry (Chareanpunsirikula 
and Wood, 2002).The researcher however did not find any of the two popular 
approaches as easy alternative to categorise the incidents, since using any of
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them would be subject to the interpretation of what each term meant. The 
researcher therefore, used a categorisation that related to curriculum inputs 
as often done with competency studies such as human resource, marketing, 
finance and others, as a more useful approach to categorise the incidents 
selected. This is also because the research is looking at applied knowledge 
and using such categorisation will help match the knowledge to the activities.
Recognition that the knowledge contained within incidents is 
itself difficult to categorise in terms of “type of knowledge”
In the knowledge literature, conceptions of knowledge which in higher 
education had been frequently described as between “pure” and “applied”, 
now see distinctions being reworked in different ways (Brennan and Little, 
1996) leading to a plethora of ways to represent and define the various 
knowledge structures, needed to perform the task or job.
There are different ways that knowledge have been categorised (see chapter 
two on theories of knowledge), but the generally accepted two kinds of 
knowledge, based on its transferability are the explicit and tacit 
dimensions,(Polanyi, 1966) with others adding the emotional dimension which 
is referred to as emancipatory dimension Yang(2003). The declarative/explicit 
which is formal and systematic and can be articulated and transferred 
between individuals by way of manuals, books and articles, tells us why things 
work. The procedural/tacit which results from people's subjective insights, 
experiences acquired over years, and intuitions and not easily expressed or 
shared, tells us how to perform a given task.
Even at this rudimentary form of representation and definition, forms of 
knowledge cannot be easily identified as separate entities from the narrative, 
to enable the researcher to explicitly present categories in these fine terms as 
in practice. The dichotomy is blurred. At best the type of knowledge can only 
be inferred from the mode of acquisition and application.
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How to identify when and how this knowiedge w as learned
As stated in chapter 3, what constitutes learning can be a product, process or 
function with other categorisation. This raises an issue on how to determine or 
when to establish that learning, however defined, has taken place. Besides 
that, as people practice their job, application of knowledge becomes so 
automatic that, tasks are performed without conscious awareness and this 
makes it difficult for people to trace back to, when they first learnt a task. 
Often the knowledge is learnt in formal context while the knowing is from 
practice and it is difficult to identify the knowledge source from the knowing 
source.
The problem of identifying the means of transmission by which  
particular knowledge is recalled and brought “into play” within  
the current incident
What people learn is influenced by how they learn. People are often not sure 
of whether there is new learning or reinforcement of what is already known. 
This is evident in situations where people indicate something is learnt from 
experience but later imply the contribution of education to that acquisition of 
knowledge. What may contribute to this is the issue of memory recall.
4.8.4 The analysis process
Each interview stands alone in a unit of analysis. The interviews were 
summarised and the summary used to interpret emerging themes that relate 
to a wider research perspective. The process followed was the general 
inductive approach for qualitative data analysis using qualitative content 
analysis. (Thomas, 2003 and Mayring, 2000)
The initial data analysis involved open coding (Patton, 1990; Miles and 
Huberman, 1994; Strauss and Corbin, 1990). It started with the reading of 
each transcript to record initial impressions from the raw data. Subsequently,
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a second round of reading led to the highlighting of specific portion of the 
transcripts as similarities were emerging from the data.
The content analysis process
As a methodological tool, content analysis is described as a tool that falls in 
the middle of the qualitative survey and that of qualitative interview or 
observation. Schneider et al. (1992) using the works of (Holsti, 1969 and 
Krippendorff, 1980), present it as a formal procedure that is used to classify 
the qualitative information, that is contained in written and oral materials. As a 
multi-step procedure which is also known as thematic analysis (e.g. 
McClelland, 1961 in Schneider et al., 1992), it calls for the development of 
categories for coding thematic content, training coders, coding the material of 
interest which in this case is the interview narrative. The resultant data is 
analysed and this may include some form of statistical analysis, in the form of 
descriptive statistics frequency of recurrent themes.
4.8.5 The analysis Method and sequence
The method of analysis is qualitative content analysis and it follows a general 
inductive approach for qualitative data analysis (Thomas, 2003). The 
researcher adopted this type because, the purpose for using the inductive 
approach was to allow research findings to emerge from the frequent, 
dominant or significant themes inherent in the raw data, without the restraints 
imposed by structured methodologies. It is a combination of thematic content 
analysis, and frequency analysis, which is used to highlight the degree of 
mention of certain key concepts.
The analysis is presented in a sequence that represents different layers which 
move from identification and classification of knowledge embedded in 
managerial activities, to show the sources of learning and how the knowledge 
is transmitted to current usage.
The procedure suggested by Thomas (2003:5) and followed in this research is 
presented as follows:
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1. p r e p a r a t i o n  o f  r a w  d a t a  f i l e s C d a t a  c l e a n i n g ’)
The raw data files were formatted into a common format (e.g., font size, 
margins, questions or interviewer comments highlighted). Copies were 
printed and backups of each raw data file (each interview) were made
2. c l o s e  r e a d i n g  o f  t e x t
The raw text was then read in detail to become familiar with the content 
and to gain understanding of the “themes” and details in the text.
3. C r e a t i o n  o f  c a t e g o r i e s
Categories or themes were then identified and defined. The upper level 
ones were those derived from the research aims and the lower level or 
specific categories were derived from multiple readings of the raw data (in 
vivo coding). Here categories were created from meaning units or actual 
phrases used in specific text segments.
4 .  O v e r l a p p i n g  c o d i n g  a n d  u n c o d e d  t e x t
Some segments of text were coded into more than one category while 
others were assigned no codes due to lack of relevance to the research 
objectives.
5. C o n t i n u i n g  r e v i s i o n  a n d  r e f i n e m e n t  o f  c a t e g o r y  s y s t e m
There was a search for subtopics within categories, including deviant views 
and new insights. Appropriate quotes were then selected that conveyed core 
theme or essence of a category. These were then combined under a super 
ordinate category when meanings were similar. The intended outcome of this 
approach was to create three to eight summary categories, which the 
researcher viewed as capturing the key aspects of the themes in the raw data 
and which were assessed as the key themes in relation to the objectives of 
the research.
A summary of what was followed is presented in table 4.6 below
196
(SKap&Æ 4
(Figure 4.6-the coding process in inductive coding ...below culled from 
Thomas, 2003:6)
Initial read 
through text data
Identify 
specific 
segments of 
information
Label the 
segments of 
information to 
create 
categories
Reduce 
overlap and 
redundancy 
among the 
categories
Create a 
model
incorporating
most
categories
Many pages of 
text
Many
segments of 
text
30-40 —►
categories
15-20
categories
3-8 categories 
----- ►
(Note: Adapted from Creswell, 2002, Figure 9.4:266)
The analysis is based on the individual transcript, and samples are found on 
CD-ROM as appendix (H) with one displayed in full in appendix (I). It 
concludes with some meta-themes, which emerge from across the individual 
analysis structure.
The sequence of analysis is as follows:
a) What activities or incidents does the subject generate in the interview?
b) What knowledge lies behind those incidents?
c) Where and how did the subjects learn this knowledge?
d) Flow was that knowledge transmitted in its present usage?
e) Emerging themes. What themes emerged from a holistic view of the 
analysis?
The results presented in chapter 5 include the five strands data categories 
listed above. The identification of these strands of data is to provide vital 
information for the advancement of the industry/education debate on 
developing the competent hospitality manager who is proficient in his job role. 
The findings include the background information on subjects obtained from 
the biographic questionnaire. The demographic information on the sample is 
first presented before proceeding to the next sections, namely, the job role or
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job activity of the respondents as inferred from the incidents cited by 
respondents, (which is important as knowledge is said to be context specific), 
the type of knowledge applied to their job roles, and source and process of 
learning. The next section provides a summary of the main points and issues 
raised in this chapter.
4.9 Summary-how the methodology matches the 
methodological objectives.
This chapter dealt with the methodological concerns of the research involving 
the how and why of data collection and analysis. The theoretical underpinning 
for the methodology is presented as appendix (F). The procedure for carrying 
out the semi structured qualitative interviews using a cognitive approach has 
been discussed making a case for effectiveness of using argumentation and 
decision making as tools and techniques supporting the knowledge elicitation 
approach.
The methodological objective was to capture knowledge which has a tacit 
dimension and therefore needed an elicitation strategy that would bring the 
knowledge to the surface and aid recall from long term memory. The research 
accepted the difficulty associated with extracting knowledge from domain 
experts. The strategy for data collected therefore took note of the proverbial 
knowledge elicitation bottle-neck in mind, and therefore selected appropriate 
and tested approach. The use of the retrospection aided the recall from 
memory.
The interpretive analysis grounded in the notion of management knowledge 
and learning helped to achieve the methodological objectives.lt is worth noting 
however that a weakness of case studies and qualitative research generally, 
is a perceived lack of rigour. This is overcome by adding structure. The use of 
a cognitive approach, which has been tested for expert knowledge elicitation- 
(CDM), assisted researcher in focusing and ordering the research process as 
well as evaluating and justifying the outcomes of this process.
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The final section looked at the approach to data analysis and selected 
thematic content analysis, underpinned by grounded theory principles and 
constant comparative method approach to arrive at what was a general 
thematic approach to the analysis. The main purpose was to look for themes 
that described the phenomena under investigation so as to provide answers to 
the research questions. The next chapter presents descriptive findings in the 
form of the case studies resulting out of the retrospective story telling which 
included perceptual cues, reasoning heuristics and decision points which may 
present as implicit knowledge.
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Chapter Five
Findings I: individual cases analysis
5.1 Overview of findings
The purpose of this chapter is to report on the findings of the empirical 
research that examined the applied management knowledge and its source of 
acquisition and transfer. The study focused on the hospitality management. It 
covers detailed description of the findings of the investigation that looked at 
learning experiences of managers with hospitality industry education 
background working in varied sectors of the economy.
T h e  a i m  w a s  t o  f i n d  o u t  a n d  d e s c r i b e  h o w  m a n a g e r s  a c c u m u l a t e  k n o w i e d g e ,  
h o w  t h e y  a p p l y  t h e  a c c u m u l a t e d  k n o w l e d g e ,  a n d  f r o m  w h e r e  a n d  t h e  m o d e  
t h r o u g h  w h i c h  t h e y  a c q u i r e  t h e i r  k n o w l e d g e :  whether it is through learning 
from formal education and training, from experience/non-formal sources or by 
merging theory and practice. In other words it aimed at how managers 
acquired what Eraut (2000) calls ‘personal knowledge’. The search went 
beyond the usual exploration of management knowledge using competency 
statements to explore the research questions qualitatively.
The findings are taken primarily from the categories established.The data 
were collected from 17 hospitality management graduates who were the 
study’s participants. One face to face interview for each participant and a 
follow-up verification interview for two, selected from the 17 participants were 
conducted following the interview protocol (see chapter 4), with questions that 
were designed to explore what and how the participants gained knowledge 
from experience and education. It is divided into a number of sections 
beginning with the sample demographics, the selected cases and then the 
emerging themes. Here, cases and other utterances have been used to 
illustrate the various themes. In the case presentation, the researcher is the 
storyteller on how participants narrated their experiences of learning and 
being taught.
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T h e  f i n d i n g s  w i i i  b e  e x p r e s s e d  i n  t h r e e  s e c t i o n s .
•  Section 5.2 presents characteristics of the sample and human capital
• Section 5.3 presents the In-depth analysis of six cases using the format 
which begins with the profile of the individual and their story and 
proceeds to look at the decisions generated, their knowledge 
components, and sources of learning and means of transmission and 
ends with a summary of emergent themes from each case.
• Section 5.4 presents summary of deductive findings and resulting 
themes, implicit in the data which represent the totality of the 
phenomenon under study. This is derived from the emergent themes 
that answer the research questions are then presented.
What follows therefore are the findings presented as listed above on how and 
what was learnt. It starts with the characteristics of the sample.
5.2 The Sample characteristics and human capital
The sample population was drawn from graduates from vocational higher 
education in hospitality who agreed to participate. The findings presented here 
is based on transcripts of interviews with 17 participants working in the United 
Kingdom who were graduates from degree level vocational hospitality 
programmes from the University of Surrey (15) and Oxford Brookes (2). 
Profile of participants was directly sought through demographic survey as an 
aspect of data collection. The summary profile of the respondents with other 
pertinent participant demographic information is presented in appendix D. 
Majority of the sample came mainly from cohorts from three year groups 
namely the 1998, 2001 from Surrey and 2002 from both Brookes and Surrey 
graduating years, with a few exceptions. This was not surprising as 
snowballing in sampling had to be resorted to, to increase participation. The 
findings presented in section 5.2.1 below, is based on analysis of information 
from a demographic questionnaire used together with the interviews.
5.2.1 The human capital of the sample
The following deals with the organisation, functional boundaries, and the level 
of operation and specialisation of participants.The sample of 17 professionals 
displayed the following characteristics:
G e n d e r  a n d  a g e
The sample was made up of 9 males and 8 females aged between 24 and 35 
years, with the mean age, being around 27years. Only one participant, a 
male, was above thirty years of age and had about 12 years working 
experience in hospitality consultancy work.
Though sample has a balanced division of the two sexes in this study, better 
access would have allowed a proper stratification to represent the normal 
distribution of sex at managerial level. As in the higher regions of 
organizations, most functions are filled by men. This seeming disproportionate 
composition did not bias the response, as there was no significant difference 
between the sexes in terms of incidents selected nor the ways of acquisition 
of knowledge as they all had a mixture of task and relational incidents 
reported.
The issue of gender and age were referred to in the narrative only in relation 
to workplace relationships. For example, I NT 13 a female assistant manager 
of a hotel reported of a male hotel, manager-boss relating to her with age and 
gender bias in his perceived idea that she was not capable of being giving 
organisational authority and support, because she was a woman and also 
young. This made her feel as though the “men had an inborn advantage in 
this industry” and as though it was their right to run the show. I NT 9 a male 
functional manager in a hotel, also had issues relating to age where older 
subordinates felt he had no right to discipline or instruct them because they 
were older than him.
E d u c a t i o n
In relation to education, all participants had engaged in formal learning having 
graduated from hospitality degree level programmes. Beyond their hospitality
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degrees, 2 had acquired a master’s degree in tourism, and (1) MBA in human 
resources leading to professional certification. (3), had pursued specialist 
professional qualification in management accounting, (1) hospitality 
accounting and (1) marketing. They had done so in realisation that they 
needed specialist knowledge with reasons given varying from the specialist 
nature of their jobs, warranting the acquisition of specialist skills such as one 
in accounting (INT-1) or (INT-12) knowledge for access to the area of 
employment they were interested in, and also as a form of recognition of 
competence or to gain professional standing. One pursued (INT 2) continuing 
education for self/personal development. Two participants (INT 1) and (INT 8) 
had undergone college level hospitality education before their degree 
programme. Both indicated that these have given them an urge in their current 
careers showing also the evidence of their interest in the chosen career.
As regards to training, all participants had completed some form of formal or 
informal but structured form of post qualification training, given by their 
employers either as external or internal courses. These courses served 
various purposes such as induction into their job context or acquisition of skill 
or new knowledge to enhance performance. Most have built their human 
capital experience through either moving up the career ladder in one job or 
moving from one job to another into senior positions as is common in the 
hospitality industry.
Even though human capital theory (Becker, 1993, Schultz, 1971 in Van der 
Heijden (2002), indicates that the time spent on training and development 
programmes is expected to decrease with age, because there is decrease in 
pay-off in the investment made in these programs with older employees, 
looking at the approach to the search for acquisition of new knowledge, it was 
more related to the recognition of knowledge deficits than with age as 
depicted by the oldest subject of the study (INT2). Continual attendance of 
courses just as the younger subjects INTI6, while INT3, INT10 did not 
explicitly indicate having attended any formal learning whether as training 
course or conference attendance.
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S e c t o r a l  d i s t r i b u t i o n
These managers interviewed came from different sectors of employment 
spreading from (2) hospitality consultancy, (1) marketing and (2) marketing 
consultancy, (4) hotels, (1) airline catering, (1) tax consultancy, (1) contract 
catering, (1) human resource, (3) events management, (1) to travel and tours. 
Out of the 17 participants, (4) were working in non-hospitality jobs. Among the 
four, two worked in marketing research (INT4 and INT5), one in marketing for 
pharmaceutical retail (INTI2) and one in accounting consultancy (INT 1).
From their stories, those who had abandoned the initial idea of a career in the 
industry saw the hospitality industry as ‘ n o t  f o r  t h e m ’ in terms of the proverbial 
long hours and low rates of pay. Out of the 4, only one had worked briefly in 
the hospitality industry after graduation from the hospitality programme. For 
some the only exposure was the placement work experience, which was part 
of their vocational curriculum requirement. All (3) working in public sector were 
located in academic institutions, (9) were in private sector corporations, (4) in 
independent private companies and the remaining (1) in other establishments. 
Only those in marketing and marketing research did not have an aspect of 
hospitality or tourism related component in their jobs. These were included in 
order to cross-reference generic aspects of management knowledge.
W o r k  e x p e r i e n c e  o f  t h e  s a m p l e
The positions of participants in their current jobs ranged from 
partner/shareholder (1), manager or equivalent (11) and those below manager 
level (5). Looking at present job position in their establishments, (2) were 
working in general manager (GM) position, (1) as a deputy general manager, 
and (4) as functional specialists (3) as heads of functional departments, (2) in 
assistant manager position and the remaining (5) in other positions such as 
supervisory positions other than the listed. From this it can be noted that, (10) 
of the respondents worked at operational level, below the general manager 
position, which also affected the nature of their job activities and the type of 
decisions and problems they had to deal with.
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The inclusion of a subject, who left the education process for over ten years 
(INT 2) and was the only one aged above SOyears, managers who were not 
currently working directly in hospitality and one person who later indicated in 
the interview that he had done a retail degree but was working in hospitality, 
afforded the opportunity to cross-reference or to triangulate the perspective of 
those currently working in hospitality industry.
Almost all the respondents except one in marketing research (INT 4) had had 
previous working experience, at least in operational /non supervisory positions 
in the hospitality industry. INT4 had no interest in a hospitality career and had 
perceived his pursuance of a hospitality degree as a generic management 
degree. The realisation of the vocational nature of the curriculum caused him 
to make an effort at the initial stages to transfer from that, upon realizing the 
nature of the curriculum.
The period of exposure to the industry by participants varied with some dating 
as far back as their teen years in school. Those who had done some years in 
the industry, prior to the embarkation on full time career, regarded their 
workplace learning an experiential learning contributing to their building on 
their job knowledge and subsequent human capital.
They regarded the experience as contributing to their accumulation of 
knowledge and skills towards the development of their operational job 
knowledge (eg.INTS and INT15).
The nature of these pre-graduation jobs were part time unskilled/semi skilled 
work, such as waiting and bar tendering at various functional areas in hotel or 
bar in pub during their degree programme, which they claimed gave them 
operational know-how. The number of years of post qualification working 
experience ranged from 2 to 12 years with the majority having less than 5 
years post qualification experience. None of the participants had more than 3 
year’s tenure in the positions they occupied during the period of the interview. 
The following section presents the analysis of the six cases. The presentation 
follows an individual case format.
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5.3 Individual case analysis
From November 2004 to April 2005, a case study was conducted to explore 
the acquisition and application of knowledge by managers with vocational 
higher educational background. Below is a synopsis of the selected individual 
cases with illustrative narratives from the transcripts. As a means of gaining a 
focused understanding of the concepts under study, each interview began 
with questions on decisions made and problems solved by them as a vehicle 
to extract knowledge and learning themes.
These six illustrative cases, selected for this textual analysis to identify the 
issues under study, are now presented. Serial codes are used to identify 
participants and companies they worked for, for ethical reasons and 
confidentiality. It begins with the profile of the individual and their story 
showing their learning journeys through decisions and incidents generated. 
Here, the nature, range and structure of work activities are presented. Next, it 
explores what has been learnt (tacit and explicit knowledge) identified in the 
narrative of decision making and problem solving incidences selected by the 
subjects. Then it moves on to look at learning activities and processes in 
terms of where and how acquired and the transfer of learning to application. It 
concludes with the themes that have emerged. These are however limited to 
the stories of the 17.
5.3.1 Approaches to case presentation
Analysis of managers' stories about learning to be managers is presented. 
Individual case synopsis was done looking for key words and themes to 
extract more characteristic accounts.
The issues in the data are presented as follows:
The profile
The activities within the case
The knowledge behind the activities
The learning in terms of process and activities
How the knowledge was transmitted to application
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The emerging themes from the qualitative data collected and analysed from 
individual transcripts is then listed here and carried over to chapter 6 as meta 
themes. The bases of the four model dimensions are:
a) The Profile
Here an illustration of how the respondents' background and experiences 
have shaped their professional knowledge and application of that knowledge 
is carried out. Specifically it demonstrates some of the dynamic social 
construction of professional (management) knowledge in a highly challenging, 
competitive environment. The respondents' stories are presented, drawing 
upon excerpts from interview transcripts and the researcher's critical reflection 
upon them, based on existing literature.
b) What activities?
Here, the responses given by them when asked about a problem or 
decision made in their immediate past few weeks and subsequent probing 
are analysed. These incidents though presented as isolated and discrete 
moments, in reality, form an amalgam of the tasks that make up 
participants occupational role
c) What knowledge?
The knowledge here was identified in relation to content, based on subject 
matter and then an attempt to make sense of its nature through the concept 
of knowledge facet which focuses on the possibility of transfer, and how it 
transforms during transmission. This approach is used though most 
literature use the first two dimensions-the explicit and tacit dimension. 
Preliminary analysis of data revealed the importance attached to personal 
characteristic in terms of knowledge and as such this approach which 
recognises this dimension is preferred, though a neat way of clear cut 
dichotomy is not possible.
The categories used here were in terms of both content and nature. This is 
with the understanding that knowledge is created and transferred through 
the interactions among explicit, implicit and emancipatory knowledge and 
through an amalgam of situations which have influencing effects on one 
another.
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d) What learning and transfer?
Nature of the knowledge generated was considered from an ease of transfer 
perspective. The caution however is, the creation of personal knowledge and 
transformation of knowledge is usually an interaction among explicit (knowing 
that or theoretical knowledge), implicit (knowing how or practical knowledge) 
and emancipatory (personal characteristics) knowledge.
The sections begin with case number one through to six, then a summary of 
the learning journeys of the remaining cases.
5.4 Telling Their Stories
THE LEARNING STORIES
Case number 1 
Participant ID  INT-1: Chartered Accountant
Profile
INT1, a 27 year old French national who is married with a child, a certified 
professional accountant, is currently working in a senior accountant capacity 
in an international accounting firm. Her role is to audit client accounts, 
identifying causes of anomalies and how to rectify them. INT1 had been in this 
new job for only three weeks and was very keen to be involved in the activities 
in her new role and to develop her job knowledge to fit her new role.
INTTs initial education which she described as specialisation oriented, was in 
France. She then continued her higher education programme in Australia 
where she obtained her ‘A’ level certificate. She went on to do hospitality 
management. INT1 explained that her earlier education in France was geared 
towards the family's career route of engineering for which she was 
academically adequate, but she was attracted to, and moved to hospitality 
which she found more enjoyable than engineering studies, particularly the 
accounting modules. This attraction to hospitality was attributed to her desire
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to do something practical. She explained her change in direction by saying 
that:
“I have always done very well and this was what was given to me 
(engineering), but then I wasn’t happy. Whereas food and beverage 
management taught me so many things, I think it freed me in the sense 
that I accepted the fact that I was a practical person and I realised I really 
enjoyed the practical aspect of the job".
From her college hospitality programme, she studied accounting from her 
module in Food and Beverage management which she describes as a 
practical course. During her studies, she discovered she enjoyed the applied 
nature of the course and that she was a practical person. She seemed to 
associate figures with practicality.
To her, figures represent some kind of practicality and not just figures, and 
this made her more emancipated and more tolerant of the fact that there is 
discrepancy between models and reality. Even though she refers to the 
course as making her a practical person, she does not talk about the 
operational content of food and beverage but seem to single out the 
accounting bit where her interest lies. She then continued with her hospitality 
studies by moving to the U.K. and graduated from the University of Surrey in 
1997 with a degree in hotel and catering management.
She described the curriculum component of her hospitality programme at the 
university as having equal content for business and management 50/50 but 
being 40% theory and 60% practical. Despite working in hospitality after 
college level hospitality programme, her career changed direction after 
graduating from her hospitality management degree programme pursuing an 
accounting career instead. She has remained in accounting profession ever 
since.
INTI had gained the Chartered accountant status from the Association of 
Certified Accountant’s (ACCA). An illustration of her passion for developing 
her accounting knowledge is expressed below:
“I have studied basic accountancy about four or five times in my life. The 
first time, being in Australia, a year after my A-levels, before I came to
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university. I did that again at the university and then I did it again in my job, 
then I did it again for the ACCA”.
The continual study of the subject is not surprising as accounting is a holistic 
type of subject such as medicine and engineering, where acquisition of final 
qualification for the profession is indicative of having a holistic view of the 
knowledge base of the profession.
INT1 had the ability to strain out the ‘good’ from the ‘bad’ in terms of influence 
, taking up what was good from the father’s influence and leaving out as she 
grew up, what she came not to believe in and forming her own opinion about 
life in comparison to what the father had instilled in her.
In contrast to finding anything to do with accounting easy, she seemed to 
have a struggle with everything that deals with interpretation as difficult to the 
extent of causing her to leave her tax consultancy job for the current one 
which is more in the accounting domain and which she is more comfortable 
with. Her assertion of being a rational person later on in the interview, may 
explain this orientation to figures instead of narratives.INT1 had also worked 
as a tax consultant in an accounting firm as her first job where she obtained 
her (ACCA) qualification. In both jobs, she worked as a functional specialist. 
According to INT1, her approach to work and people seem to have been 
heavily influenced by her nurturing process as a child both from the family and 
the national culture of her background.
She portrays her personality, as having much influence on her approach. She 
however operated by transferring knowledge models from one situation to 
another, akin to what experiential learning theorist like David Kolb’s(1984) 
learning model proposes, but beginning with abstract conceptualization. 
Exposure to the learning that is characteristic of the accounting profession has 
enabled her to gain both extensive explicit knowledge which she carries in the 
form of principles, and that of tacit knowledge with which she has created her 
mental models.
She describes her father as a great influence on her view on life such as
being assertive and not aggressive and having positive outlook towards life.
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She had this to say about the father’s influence:
"... the biggest thing for me interpretation wise is to do with my father.....
Critically it’s my father’s [...] my father really goes well on positive thinking 
and we went on positive thinking seminars... he is a very rational person 
and I know I probably owe a single honour to him in that way. So he’s 
always done everything positive and that kind of thing and rationalizing...”
In general she was relaxed and talked freely throughout the interview and
generally presented herself as a practical person. She describes her
personality as rational, perfectionist, logical and assertive individual who is a
time conscious person. She said:
“I think its quite personality. There’s the perfectionist but at the same time I’m 
not willing to take all the work. I am just not willing to take it all on my 
shoulders. If it’s meant to be a shared problem it must be shared, or if it’s a
shared exercise it will be shared. I am not doing everything.”  I do like to
impose all the time and I didn’t want to come across as the dictatorial 
individual even though I think it was probably my true nature, I was trying not 
to be I am a very rational person...”
What decision making or problem solving activities had been 
made?
INTTs job focus was in accountancy domain which had well defined scope, 
and tasks. They were therefore confined to explicit activities though 
incidents generated were limited in scope as compared to those narrated 
by those in operations. In all, five decision/problem solving incidents 
originating from both role and task performance, were collected. They 
emphasised both people and task oriented activities. The extracts 
representing these are first presented before their analysis.
All incidents selected by this participant were problem solving in nature 
involving both task and role performance which brought in relational aspect. 
These could further be grouped as operational/task related and 
people/relational activities. Typical to accounting work, her main job revolved 
around the perusal and interpretation of financial and accounting reports 
provided by client companies they consult for; involving dealing with people 
issues that resulted from interacting with both her internal customers-her staff 
and external customers-clients.
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INT-1 quotes describing selected incidents
Incidents no. and 
orientation
Activities generated from the interview
“It is basically, what we were investigating is differences 
between the accounting records,[...]. We compare the 
information. They should match exactly, and whenever there is 
a break or whenever there is a difference we have to find out 
why it’s different."
1. task-operational : 
Reports
2.task-operational; tax 
returns
“Yea, 1 think the typicai problem 1 had is when 1 looked at 
preparing tax returns for companies,"
3 relational- 
interpersonal 
communication; ethics
“1 had a case where [...] 1 was deaiing with two individuals who had no 
idea what happened in the year ...and they didn’t know, a lot of the records 
were archived. So they were having a lot o f problem finding information [...]. 
They couldn’t even ask...you ask them a question and they would jump at the 
first thing you say or they would jump at the first conclusion and it didn’t 
actually look like they knew ...on several cases they contradicted themselves 
on very big issues, that sort of thing. ’’
4.relational/task- 
operational-guest 
relations: handling 
difficuit guest
[... ] “1 used to work at front of house of a five star hotel and there was 
someone staying at that hotei and we had contrasting views [...] that’s 
the kind of thing deaiing with rude people not really thinking about 
what they are saying but 1 generally close my mind and just keep 
smiling”
5 relational-leadership: 
deiegation and training
“The problem I’ve had is effective delegation, learning how to deiegate 
something so that when the person does it and gets back its more like 
what you asked for"
All incidents selected by this participant were problem solving in nature 
involving both task and role performance which brought in relational aspect. 
These could further be grouped as operational/task related and 
people/relational activities. Typical to accounting work, her main job 
revolved around the perusal and interpretation of financial and accounting 
reports provided by client companies they consult for; involving dealing with 
people issues that resulted from interacting with both her internal 
customers-her staff and external customers-clients. The main stay of the 
business she worked for was provision of accounting services and as such 
her operational activities revolved around accounting and financial issues, 
such as preparation of and analysis of financial reports and tax returns, and 
the interpretation of operational documents such as tax legislation 
documents submitted by their clients. This called for communication with a 
wide range of people. There were human relation and
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interpersonal/communication issues arising from collaborative work with 
client companies and those involving the delegation of duties to staff, 
leading to role performance dimension of leadership.
From her earlier front office work prior to entering the accounting career, 
she reported incident involving harmonious guest relations, while dealing 
with difficult hotel guest. From a broader functional perspective, these job 
activities could be grouped as accounting and finance; interpersonal and 
leadership activities.
Typology of activities generated for this case is summarised as:
• Analysis and interpretation of financial reports
• Preparation of tax returns
• Handling ethical issues
• Handling -interpersonal problem such as dealing with difficult hotel 
guest
• Delegation of work and training on the job
• Communicating with a wide range of people
The first two could be classified as task performance activities in her 
operational/functional area of work and the remaining as role performance 
involving leadership and interpersonal activities such as providing support for 
other people's learning (e.g. coaching)which also had a technical dimension.
What knowledge?
The knowledge content and the typology within the context of INTTs job 
activities, is now presented, using the three categories mentioned in 
section 5.3.1c above. This includes knowing that depict explicit, implicit and 
emancipatory knowledge and how they interact to form personal 
knowledge. Both nature and content of what were identified are now 
presented
Content
Looking at the transcript for INTI, the following were identified as
knowledge items that were inferred to in her story.
Accounting and finance- financial statements, tax returns 
Front office operations- handling difficult guests 
Food and beverage operations
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Interpersonal relations 
Analytical thinking 
Leadership-delegation 
Tax law-legislation
These items of knowledge were by scrutinising the narrative for knowledge
items. Some though are not in current usage. The following exemplary quotes
identify the knowledge in use.
“What we were investigating, is differences between the accounting 
records... my particular area is to look just at revenue from a foreign exchange 
options and we produce daily P&L, profit and loss accounts” [...]. “Yea I think 
at the very beginning I had to delegate work”.
The f r o n t  o f f i c e  o p e r a t i o n s  knowledge which she used is implied in this quote:-
“if I didn’t know the system, if I didn’t know how to check the room numbers 
and how the computer works I think I would probably would have still let him 
wait”.
As a non native English speaker, knowledge of o r a l  E n g l i s h  was important to 
her, and had to do proficiency examination for it:
“basically what we were asked to do was to write an essay to check your 
English, my only English I had was oral understanding more than the 
writing...”.
“Legislation, t a x  l e g i s l a t i o n ]  this will only increase my job that is one of the 
reasons that I left”.
This quote is indicative of the need to have knowledge in tax legislation,
which she did not find palatable to acquire and use.
Even though INT1 did not apply f o o d  a n d  b e v e r a g e  k n o w l e d g e  directly in
her accounting job, she kept making inference to it in relation to the
practicality and her discovery of her career knowledge base from it:
“[...] catering was what I learnt when I did my food and beverage 
management in Australia. So I did one particular course that remained with 
me quite a long time, like organisational management”.
Her need for i n t e r p e r s o n a l  k n o w l e d g e  is shown from the quote below:
“...yea I probably got a bit angry. It was quite clear that they didn’t take things 
too seriously. They didn’t really know the companies they had actually taken 
over. I was trying my very best to make things easy for them to help them 
organize, to help them not being able to get hold of them, not being able to 
get straight answers from them and you do come home at times quite 
frustrated”.
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She had this to say about her interpretation knowledge:
“Interpretation, I think in literature when I studied French literature and English 
literature there we had to interpret citations mainly when you are doing the text 
analysis. That was probably the first time and at first I found a short cut in France, 
which wasn’t a source of worry because it wasn’t available. Shocker is basically 
someone else’s work that he had actually done the interpretation, and I said ‘this 
in my previous job this is how it will result to this, look up the original interpretation, 
look up someone else’s previous interpretation about that...”.
The remainder of this section examines the nature of her knowledge 
assets.
b) Nature of the knowledge employed.
INT1 displays her use of all three facets of knowledge to form a holistic 
personal knowledge which she carried around in a form of mental model 
formed from tacit knowing which she rationally applied to any job 
encounter, bearing in mind her natural tendency to dwell on the explicit 
type by way of principles which feeds logic and reasoning, seeking truth 
and efficiency with a tendency to seek a single solution. The following 
dialogue serve as a vignette of knowledge acquisition and transfer: and the 
other comments that follow serve as illustration of the nature of knowledge 
transferred.
Looking at the excerpt below, the multidimensional nature of knowledge 
used is displayed showing those that are explicit, implicit and emancipatory 
facets. However, it is not easy to clearly untangle the different elements of 
the knowledge used based on Yang’s (2003) framework, though it serves 
as a good framework when considering transferability.
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Vignette indicating nature of knowledge and mode of transfer
.. You ask a company to send you a breakdown of their profit and ioss account and 
they say wages cost two hundred thousand pounds and when you kind of expect the 
support ing information that they are summarising. Since this is a summary of 
background information, you expect it to be the same ...”
Is that what the text books say?
“Yes! And that’s how it should be as having done training as an accountant. I know 
that it should tie and I know that from experience as well...”
You have a model in your head essentially,(yes) a kind of model of how these things 
should be happening and this model is being slightly changed from experience,
“Yes”.
So you don’t expect it to over arch perfectly, (that’s right) so you expect to have 
explanatory difference between the two of them?
“Yes and also I expect, when you learn accounting you prepare the books and you are 
taught to do the balance sheet and you are taught that the balance sheet should 
balance”.
Has a new kind of principles been added, sort of the fundamentals that you work 
from? Has it changed during your experiences...?
“Yes, I think so”.
What made them change?
“I think, you know, when you learn theory and the fundamentals, it very much 
“expects” everything to tie. As I said and the realities are that you discover that even a 
good computing system can have errors [...] and other things that do add up don’t add 
up when you do them on a calculator and that kind of thing. So it’s changed in the 
sense that from expecting perfection and wanting to provide perfection i.e., now I don’t 
expect it to do that. I now expect a margin of error”.
But the principle, now you have kind of a realistic view about the fundamentals that 
you have...?
“Yea”.
But the fundamentals are still there they haven’t actually changed have they?
“No, I don’t think so ”
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Explicit knowledge dimension
From the above quotes, INT1 judges the incidents and what she faces up 
to by applying the models of accountancy, human resource and 
interpersonal relationship which she had acquired through the education 
process and transmits them as theories, models and formulae which she 
had learnt formally through reading and thinking and transfer them to 
application until she discovers a mismatch which then calls for new 
learning. When the explicit knowledge (what the book says) does not fit the 
demands of the assignment, she recognises and embarks on learning to 
gain context specific implicit/tacit knowledge through informal learning 
means. It can be said that INT1 used her theory to interpret practice and 
her practice to re-shape her theory.
im plicit/tacit dimension
Beyond her “expect” explicit knowledge, realities make her adjust her 
“recipes” for doing things in line with contextual requirements. Her general 
rational approach to issues has affected her application of knowledge to 
work, making her vulnerable to compartmentalisation of knowledge into 
figures and text. When she had to deal with knowledge that is numeric she 
seems to have an easy grasp but have difficulty with textual interpretation 
which she sees as specialist and out of her knowledge domain, and prefers 
to leave it as such.
Emancipatory dimension
This comes into play when she deals with people and refers to her 
personality and what motivates her using phrases like:
“...rational person”...time conscious”, “"practical person”..."assertive” 
which are all elements of her personality that characterises the manner in 
which she interacted with people, both her organisation and clients. These 
are the emancipatory knowledge that comes into play in the interpersonal 
type. INTTs degree of personal care, professional approach to work and 
interpersonal communication all display presence consciousness of this 
form of knowledge.
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Interaction of the three dimensions
The accounting knowledge was a kind of explicit knowledge which had
been converted to tacit knowledge that remained indwelled in her personal
experiences. It is a kind of everyday unconscious action that can be
articulated once the individual persistently draws upon past experiences.
She recognised her knowledge deficit in terms of knowing how to interpret
the results and she understood that specialist knowledge was necessary
for the processing of the report. She knew where and how to access the
specialist knowledge. This is expressed below:
“No it’s too specialist. Its not an accounting issue as in..., it’s not a 
question of you know debits and credits as it turned out. That was 
something I did know, I did not know how these reports are produced. I 
don’t know how. I know that one software fits into the other software. So all 
along I thought if you are getting information from one software ‘why does 
this not tie’, because from my experience the information is obtained from 
there... 8 o I talked to my colleague. He then explained, ‘ ah yes, but 
actually this report picks up this information from there. It calculates for 
itself.
Although she attributed her deficiency to not being there long enough, she
knew that it was not just a matter of being there but “having a go” at the
novel task, and asking questions that would allow her to build up her ability
to carry out the task before her. It also shows that for one reason or the
other, people do filter out what they receive and group them into known and
unknowns. This enables them to seek knowledge when what they already
know seem deficient in terms of what the situation calls for. In this incident
an example of not knowing generates learning. Through interaction, she is
able to bring a change in her implicit knowledge about her current job
knowledge by seeking knew knowledge from a colleague who possessed
the knowledge through concrete experience:
“I think, I would say intuitive but principled. He is able to explain the figures 
because he knew it already. He has experienced it before”.
The above demonstrate that the subject recognised her lack of tacit 
understanding how to deal with the task she was confronted with in terms of 
interpreting the report and believed that it was specialist knowledge, implicit in
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nature which had to be learnt on the job by being longer on the job and by 
doing it. From the comments she made about how the co- worker learnt that 
particular know-how, she reiterates the implicit nature of the situation as 
specific knowledge which called for a doing process to acquire. She referred 
to the fact that when the colleague was faced with an issue he had not dealt 
with before, he could not do it with ease. She had had no difficulty in dealing 
with the accounting knowledge that lied behind the incident. In terms of 
accounting knowledge she had both explicit and implicit knowledge gained 
through education, training and practice. She could differentiate between what 
was an accounting problem and what was not.
The nature of the knowledge identified above shows that it was not just a 
matter of learning or absorbing a bundle of knowledge which is finite but 
having a tacit understanding through implicit learning.
Dimension 3: Where and how did the subject learn this 
knowledge?
INT1 had learnt from both formal and informal learning sources and through 
different modes of learning. Her learning according to her story can be traced 
to family socialisation, school and leisure activities, and her pre-managerial 
occupational involvement in serving guests in food and beverage service and 
in front office operations.
INT1 had also learnt both operational know-what and know-how and about 
relationship with people. Her learning has not just been for only absorbing a 
body of knowledge and skills but also learnt about relationships with people 
and how to be assertive while building good interpersonal relationship with 
those she came into contact with. She displayed emergent learning behaviour 
whereby she learnt in retrospect from new role performance or encounter with 
situations, as well as specifically embarking on learning to achieve specific 
goal such as professional certification.
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Through formal education, she evolved principles and formed models from 
both formal and informal learning activities which she effectively applied in her 
work situations. In general her learning was from both experiential education 
and work experience through the process in line with Kolb’s four-stage model 
of learning with abstract/concrete and active/reflective dimensions.
Formal learning
The participant had had varying opportunities to learn formally. She had 
formal education up to degree level and participated in formal learning 
activity beyond the degree programme, attaining professional certification 
status. This has been formal class room instruction with examination to 
assess the acquisition of knowledge.
“It was in many places. I have studied basic accountancy about four or five 
times in my life. First time being in Australia a year after my A-levels and I 
came to university before I did that again when I came here...”
This is an indication that learning for mastery is not achieved as a one off 
study of the subject but calls for continuous learning. This included group 
work, practical food and beverage skills and assertiveness course which 
she applied to her job.
Informal learning
She had engaged in varying forms of informal learning activities which had 
taken various forms and had helped in her gaining a holistic personal 
knowledge in professional accounting.
She talked about earlier life learning which she saw as having great influence 
on her current management situation. She looked at her French background 
and her upbringing together with father’s influence and how these as factors 
that influenced in assertiveness and positive thinking, and emancipatory 
knowledge.
Learning to delegate which is obviously management principle is seen as 
being transferred from school to the present managerial work.
She also tells of learning leadership role and delegation from school and 
undergraduate group work.
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She also learned on the job through a process of coaching by her superiors 
and collegial consultation and interaction, listening, observing good and bad 
examples of behaviour and experiences of attempts, successes and failures, 
experience of others and participation in reflection on own action.
Learning interpersonal knowledge and delegation was done through
socialization. It was a transfer of tacit knowledge of delegation from her boss
without using language, but by observation, imitation and practice while
avoiding the bad examples observed.
“Yes, I think in my office I have had various managers. Some managers are 
the controlled bit...and you have to do exactly what they ask you to. Some 
managers deal in complete freedom and they will probably just give you the 
directions and you suddenly need to read between and I have tried very much 
working with. I am very much focused on the best person I worked for and 
how she directed me, how much direction she gave me, how much freedom 
she gave me and I think that I have very much tried to model myself to her...". 
“You are taught by your superiors this is the way to do it”.
Also, she indicated that this learning has helped her to change from her 
initial dictatorial approach to dealing with people which compared to what 
she now knows was not a good approach.
“Yea, most of my university group essays I turned out to direct them, ...I 
think reluctantly sometimes in the sense that I do like to impose all the time 
and I didn't want to come across as the dictatorial individual even though I 
think it was probably my true nature, I was trying not to be. “
This modelling attitude is in line with her view that, individual learning 
experiences occur when there is a credible role model or persuasive 
arguments, supported by learner's reflection, critical analysis and synthesis. 
She had learnt tacit knowledge from socialization. The colleague transferred 
his tacit knowledge through discussion in which he exchanged his 
experiences in a creative dialogue as indicated from the comment below.
This seems to be a form of tacit knowledge which is know-how in nature 
and learnt by direct contact with the process i.e. situated within the activity 
context. She commented that:
“Because yes, because I am learning at the moment. It was one of my 
colleagues with whom I am sitting. I am shadowing. He was given that 
problem to resolve and I pretty much asked, can I have a go and since I 
needed to learn ... I had to play around with the information I had but as it 
happened my colleague who has the experience says, ah yes, this is what
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you have to deal with...and he showed me how to read the data and 
indeed that was the problem”.
Education is seen as providing the theoretical foundation which together with 
experience creates personal knowledge. Education prepares you to “expect” a 
form of abstract conceptualisation but realities of practice through 
experimentation and concrete experience help shape and formation of 
principles and mental model stored in long term memory for future use.
Asked what is being carried from education to practice, catering in food and 
beverage was cited again as source to learn organisational management 
which was about learning to be assertive and not aggressive including 
learning about Pavlov's experiment involving how to react to any form of 
stimulus. This was based on psychology and organisational behaviour books 
with practical experiments carried out. A behaviourist approach to knowledge 
acquisition is here implied.
She also internalises her explicit knowledge into implicit knowledge by doing. 
As she carried jobs using her models learnt formally, the encounter with 
anomalies brings experiences which are then added to her personal 
knowledge.
She learnt her interpersonal skills through experience by interacting with 
people, such as through delegation of work to people which she learnt from 
practicing managers by a process of interaction and watching, using a role 
model framework. She said: 7 t r i e d  t o  m o d e l  m y s e l f  t o  h e r " ’. The subject gave 
a description of her personality as guiding the relational activities and how it 
impinged on interpersonal relationships. Participant referred to earlier years in 
school where through a rational holistic approach her interpersonal skill had 
been displayed during group assignment.
“I can always work to high standards, has been like that forever”, “ I think
its quite personality. There is the perfectionist. “Probably my true nature. 
That’s how I am. I know that I am very rational person I can’t help it”.
Analytical thinking which she described as interpretative skill was also traced 
to the father as the initial learning source. Father was perceived as the 
transmitter of interpretative skills.
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” I think, I suppose the biggest thing for me interpretation wise, is to do with 
my father... this is where I have formed my own interpretation of life”.
On the interpersonal skills INT1 indicated she learnt it through a process of 
interacting with people, such as through delegation of work to people, which 
was learnt from practising managers by a process of interaction and watching, 
using a role model framework.
Dimension 4: Transfer of iearning to application
Transfer of knowledge for this subject, had followed the spiral construction 
format where she is seen to transform her explicit knowledge to implicit/tacit, 
and then form principles through experience. She tended to transform tacit 
knowledge back into explicit knowledge as models or principles in her head 
which she carried around, adding tacit knowledge and rebuilding her model as 
she went along.
Her general approach was to transmit knowledge as a set of principles which 
was tried and modified from “expect” to “the reality”. When asked what made 
her change the set of principles she carried, the answer was:
“when you learn theory on the fundamentals, it’s very much expects everything to 
tie as I said and the realities are that you discover that even a good computing 
system can have errors”.
The above exemplify the transfer by application of principles learnt in 
education to practice.
The knowledge or know how in delegation was transferred from school 
team work approach and transmitted as a prototype or model to current 
situation. The transfer was done through modelling the behaviour of a boss 
whose approach she saw as pivotal example in delegation by way of 
interpersonal skills. This was seen as a build up from initial knowledge 
acquired through the process of group assignment in university.
In summary
In summary the subject’s rich personal knowledge has been basically 
acquired through formal means with earlier life experiences and job 
experiences playing a moderating effect to shape the models of knowledge
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which she carries for performance in her job role. Transfer of knowledge from 
learning to application has been through adaptation of models and principles.
Emerging themes:
The key themes emerging from this are as follows:
• Different types of knowledge are transmitted in different modes. Explicit 
by principles or models and implicit/tacit by imitation.
• Knowledge in use includes both job specific and task specific know- 
what and know-how and know why.
• Theory is good foundation for good practice - it is needed to interpret 
practice.
• Not all knowledge is contextualized.
• Earlier life learning influences relational aspect of managerial work.
• Perception and attitude towards content of knowledge influences 
proficiency in it future use.
• Personality plays a key role in both acquisition and transfer of learning 
to application
Case number 2 
Participant ID  INT-2: Hospitality Development Consultant
The 35 year old hospitality development consultant is the vice president for 
development with a leading worldwide hospitality company. This company has 
enjoyed success in its operations until now, when the general industry 
recession has created difficulty in obtaining external financing for growth and 
at a time it was also facing internal financial management problems, a 
situation which has raised issues on mergers and acquisitions. He had been 
in the current job for just over three years having moved from a larger 
worldwide hospitality company working in development planning and 
feasibility studies, where he gained about four years experience in his area of 
expertise, having
”... learnt a lot from them in terms of strategic development objectives”.
Preceding the previous job was a three and a half year's hospitality 
consultancy job where to him
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"... a lot of the work that consultancies do is feasibility analysis for new hotel 
projects ..., still focusing mostly on feasibility but moving on to operational 
reviews, strategic reviews and ...” .
His specific job responsibility was to identify development opportunities in his 
assigned region and make strategic options for the company. This included 
seeing to the successful execution of the development plans and negotiation 
of deals for leaseholds and acquisitions, a job which entailed making 
decisions with important financial connotations.
INT2 completed a degree program in hotel and catering at the University of 
Surrey about 12years ago. He has more than 10years experience in 
hospitality consultancy, in the areas of project viability and development, 
making him an expert in his field. He started as a junior consultant and 
climbed up the career ladder in various areas of hospitality development 
consultancy to his present position.
In his career, he did not hesitate to acquire more knowledge in areas where 
he found himself deficient, for instance when he found a level of 
incompetence in hospitality accountancy, because the nature of his job called 
for a high level of competence in accounting, he took steps to sharpen his 
knowledge base by undergoing a years training and certification in the British 
Association of Hotel Accountants Professional qualification programme 
(BAHA). He said:
“...I did that to try and bridge what I perceived to be a very significant void to 
my kind of university education work. I came out with very little working 
accounting knowledge and the expectations of the company I wanted to join, 
because in simple terms, I struggled to compile even the simplest of financial 
statements”.
The interesting point to note here is that even after going through professional
training in accounting he still believed that experience does the trick,
“...that helped bridge the gap, but I would say without a doubt, my own job 
learning, or my on the job experience has given me most of the knowledge 
that I have needed to deal with the problems that I face today. Specifically, 
when you take it towards accounting issues...”
This goes to highlight the place of experience in the consolidation of 
knowledge learnt from formal setting.
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INT2, had a specialist approach to knowledge, and gave a role dimension to 
knowledge by associating specialist knowledge to specialist role in the sense 
that accounting work is best understood by accountants. He had this to say:
“...although I have a reasonable understanding of the construction of balance 
sheet and financial statement, what have you, it’s getting to a stage now 
where we are getting into very detailed financial discussions, and I therefore 
feel it’s probably more appropriate to involve our chief financial officer who is 
elm, obviously in more, a better position to perhaps deal with some of those 
financial questions that concerns us, may be.... “
As a general approach to dealing with people, he preferred to dialogue in a 
conciliatory manner, an aspect of personality which affects his interpersonal 
skills. In a comment on his personal philosophy, he said:
“I think it always has to be addressed through dialogue, through being 
conciliatory. So where there are frustrations with the people that I ideal with, I 
find the better way ... is through conciliatory style of dialogue, so you can 
actually lay your problem on the table and be very open and very frank just to 
adopt a conciliatory manner”.
INT2 appreciates knowledge of people as a dimension of knowledge (Eraut, 
1994). In general, INT2 displayed confidence in his job role and had a good 
grasp of the dynamics of what his job entailed. He built up knowledge through 
accumulation of knowledge which has made him confident in what he does. 
Said he:
“I guess the fact that I feel comfortable with the industry and feel that I 
understand the industry reasonably well, comes from being comfortable in a 
number of different areas, namely, how does a hotel operate and 
understanding how to read financial statements and sort of on the job learning 
but also an appreciation of how economies work. Because that is what I do. 
My day to day role is accessing opportunities ... just a very cursory look of the 
key economic indicators ... it tells you that the economy is struggling and 
therefore...to industry generally speaking is not good. So I think that is one 
contributing factor to my, to the comfort with what I am doing now”.
The above is indeed a bird’s eye view of what he does and the key knowledge 
needed for the job role and how developing a sound knowledge base in job 
role is requisite for proficient performance.
INT-2 Dimension 1: w hat activities does this subject
generate?
INT2 generated five key activities most of which were related to the incident 
of dealing with issues arising out of the financial health of his company. The
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problem that he had to grapple with was the main incident around which 
the activities that he talked about revolved. He described this problem as:
"There is a huge number of uncertainties at the moment because we are 
being controlled by our creditors and the creditors are in a bit a quandary 
as to what they are going to do with the company. They are in the process 
of recapitalizing us but that may involve, that may bring in another hotel 
company; in which case there may be synergies cutting edges and what 
have you. That is a significant problem at this time I will say”.
Faced with this situation of financial ill health, INT2’s immediate concern was 
finding a way around the difficulty involved with negotiating deals for the 
company against the background of the stressful financial state of the 
company. Securing of contracts due to the difficult environment that the 
hospitality industry in general was going through was a daunting task. The 
gravity of the situation was such that he found his job with the company on the 
line, because to him:
” there is some uncertainty in the future of my department. So a problem for 
me this time is, knowing whether or not I’m still going to be in this job in 6 
months time”.
This situation resulted in interpersonal and inter-cultural issues related to deal 
negotiations.
There were three incidents on problem faced and two on decisions to be 
made. These were made up of functional/operational and relational
/interpersonal activities which also had a technical dimension.
In summary, the critical incidents generated could be classified as:
• Negotiating a deal for hotel development project
• Soliciting expert help in dealing with contracts
• Dealing with effects of acquisitions and takeovers which threatens
job security resulting from poor financial health of business
• Inability to carry out feasibility studies
• Reviewing application option for funding in a management
consultancy.
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incidents no. and orientation Activities generated from the  
interview
1.incident-problem-operational : Negotiations- 
obtaining external financing
“it relates specifically to a project that 1 am 
working on at the .... And concern is that we 
are about to enter into agreement on this 
particular project and there are a number of 
challenges and frustrations occurring in the 
run up to our concluding this deal”.
2. incident-decision-operational: external 
financing issues
“my own decision making so far has been in 
order to try and find a way through the 
problem, elm, so I’ve made the decision for 
example that at the next step, 1 need to 
involve certain other members within the 
organization”
3. incident- problem-relational-interpersonal 
communication/intercultural issues
"... we have identified a particular opportunity 
that we would like to become involved with, 
but the broker is to my mind frustrating 
matters between ourselves and the owners of 
the hotel.... 1 am becoming increasingly 
frustrated with the activities of this broker ... 
the stuff isn’t getting done, that ought to be 
getting done, and if this deal is going to be 
done, then he really need to turn his... pull his 
socks up”.
4. incident-problem-operational-economic 
environment problem-obtaining financial 
Internal financial management problem
"But 1 guess the problem that 1 am facing at 
this time is the fact that 1 again as a result 
the...financial difficulties in which we find our 
selves at this time, there is some uncertainty 
in the future of my department. So a problem 
for me this time is, knowing whether or not 1 
am still going to be in this job in 6 month 
time”.
5 incident-decision-operational-assessing 
funding application
...to help council generally in terms of option 
on funding, and 1 got seconded to the main 
stream management consultant division to go 
and help them on this particular project. 
...basically assessing applications... it 
involved ...essentially reviewing documents.
Dimension 2-what Knowledge lies behind incidents
Knowledge behind activities: INT2’s applied knowledge used in his job role 
as depicted in the narrative is looked at in terms of its content and nature 
and in terms of transferability. Within the context of INT2’s job activities, 
there were both implicit and explicit reference to the knowledge being 
employed in the decision making and problem solving activities. What 
follows is an attempt to identify and bring to the fore, the knowledge in 
terms of content relating to curriculum issues and nature relating to transfer 
of learning and how the two interact to form personal knowledge. Before 
analysing the nature of the knowledge, it is important to identify type in 
terms of the content of knowledge applied to the job.
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a) Knowledge content
The following were identified from the narrative as content of knowledge
that he applied to his professional practice.
Entrepreneurship 
Feasibility studies 
Hotel accounting 
Hotel operations 
Accounting and finance 
People management 
Inter cultural relationships 
Industry dynamics /knowledge.
Law- property law 
Interpersonal skills.
Not all the items of knowledge were actively being used in the job, but were 
rather expressed as associated with the job. Some are not in current usage. 
The following quotes identify the knowledge in use.
"... if you take our b a l a n c e  s h e e t  elm on the surface, the numbers aren’t very 
good. Infact, they are... positively poor”.
"...over the course of the last three years, the Hotel industry has suffered a 
period of particularly torrid trading, probably unprecedented in its history and 
like many of our competitors, portfolio performances have suffered 
considerably, and as a consequence, so is our financial performance.”
"...it is in black and white. So I can assess the strength of these balance 
sheets... against the previous performance and against the expectations of 
the market”.
"Elm, I guess I have a knowledge, have a fundamental k n o w l e d g e  o f  h o w  
h o t e l  a c c o u n t s  ...how to construct profit and loss account, you know how to 
construct balance sheet and once you’ve constructed, you know how to 
interpret those in terms of quality of performance ... to understand more in 
terms of the requirements that some of our partners have when looking to do 
deals ... they are looking for some level of financial health, elm, in order to 
give them the comfort that they need to enter into a long term agreement 
with(...)”.
For his consultancy work he needed
"Probably, the most important element of any f e a s i b i l i t y  s t u d y  is the 
estimated projection of profit and loss, which goes at the back, which 
basically tells you whether or not the project is financially viable or not. When 
I turned up at H..., I couldn’t construct a P & L, I couldn’t read a P&L”.
"In order to complete a good feasibility study you need i n d u s t r y  k n o w l e d g e ,  
you need to understand how industry works and you need to appreciate the 
dynamics of the local market place...”. “I think, there is a certain level of 
appreciation that is required in terms of the understanding of how a 
hotel operates”.
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L e g a l  k n o w l e d g e  was seen as specialist knowledge to be dealt with by
lawyers with law studied as part of university programme. The view is that
specialist knowledge is the domain of the specialist
“It was specifically related to Irish property, I think there is a certain level of 
appreciation that is required in terms of the law, and I really did not 
understand a word of it”.
Economics was learnt at A’ level then at university and was easily 
transferred to work application because it was well delivered. Though not 
applied in day to day work, a general understanding of micro economics 
was helpful in understanding the viability of projects.
b) Nature of the knowledge employed.
INT2 displays his use of all three facets of knowledge to form a holistic 
personal knowledge which he carries around in a form of a model which he 
rationally applied to any job encounter, bearing in mind his natural tendency to 
dwell on the explicit type which feeds logic and reasoning, seeking truth and 
efficiency with a tendency to seek a single solution. The following dialogue 
and the other comments that follow serve as illustration of the nature of 
knowledge transferred.
“Although I have a reasonable understanding of the construction of 
balance sheet and financial statement, what have you. It’s getting to a 
stage now where we are getting into very detailed financial discussions, 
and I therefore feel it’s probably more appropriate to involve our chief 
financial officer who is elm, obviously in more, a better position to perhaps 
deal with some of those financial questions that concerns us, may be....”.
From the above quotes, knowledge used is multidimensional. It is explicit, 
implicit and emancipatory in nature. However, it is not easy to clearly 
untangle the different elements of the knowledge used by inference.
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Explicit knowledge dimension
This was the knowledge he acquired from his formal training which could 
be easily verbalised like knowing the basic component of any feasibility 
report. Others are talking about portfolio performance etc.
Im plicit/tacit dimension
In a feasibility study the implicit dimension will be the ‘know-how’ of actually 
putting a feasibility report together, which requires doing and picking up 
from seeing someone do it. It also included the aspect of accounting 
knowledge from his university education which needed coaching while the 
explicit aspect was the basics of all financial statements.
Emancipatory dimension
This comes into play when he deals with people and refers to his 
personality and what motivates him to interrelate the way he does.
“I think it always has to be addressed through dialogue, through being
conciliatory. ...with the people that I ideal with So yes it is definitely
something that is seated within my personality...rather than something that I 
have learnt or been taught”.
He insists on it being deep rooted in his personality and identified from an 
early age rather than from formal or informal sources
“in fact I can remember this, going back to school and dealing with problems 
that I know I have had at school with people. I have always taken a 
conciliatory approach to dealing with problems.”
This was a clear indication of personal traits being referenced to inherent 
characteristic rather than to learning.
It is emancipatory knowledge that comes to play in the interpersonal type.
c) Interaction of the different dimensions
INT2 displays how he combines his explicit and tacit knowledge in 
accounting and finance to perform his main work of development and 
appraisal of projects. He describes how explicit knowledge acquired from
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the formal learning serves as foundation, giving him useful abstract 
knowledge which he then combines with the contextualised knowledge 
from this particular organization, an indication of how theory informs 
practice and practice reshapes theory. He indicates that the practice helped 
him to “understand more” as is evident in the quote below.
“I guess I have .......  fundamental knowledge of how hotel accounts work
and.... that goes back to my time at Surrey. In as much as you learn how to 
construct profit and loss account, you know how to construct balance sheet 
and once you’ve constructed, you know how to interpret those in terms of 
quality of performance and ... my experience here has led me to understand 
more in terms of the requirements that some of our partners have when 
looking to do deals with (company).
Although he attributed his inadequacy in accounting due to poor delivery, 
he still talked about gaining basic understanding. It is also worthy to note 
that the subject had said that when he entered his first job he could not 
construct a simple profit and loss account, implying that the basic 
understanding was not enough to allow transfer of know how. Thus it was 
more of explicit know what and know why rather than know how. It also 
shows that for one reason or the other, people do filter out what they 
receive and group them into known and unknowns. This enables them to 
seek knowledge when what they already know seem deficient in terms of 
what the situation calls for. In this incident, an example of not knowing 
generates learning. Through being thrown in the deep and being guided for 
three months the tacit understanding is built by interaction with people who 
have the know how. He is able to bring a change in his implicit/tacit 
knowledge regarding preparation of financial statements.
In terms of accounting knowledge, he had both explicit and implicit facet 
gained through education, training ^nd practice. The nature of the knowledge 
identified above shows that it was not just a matter of learning or absorbing a 
bundle of knowledge which is finite but applying it to concretise the know-how.
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Dimension 3; Where and how did the subjects learn this 
knowledge?
Tracing the knowledge inherent in INT2’s job practice, the where and how of 
learning can be identified from both formal and informal learning sources and 
through different modes of learning. Indeed, in talking about his learning, he 
shows sentiments for learning from one’s own experience and from others. 
Even learning how not to do things has been useful. Certainly, engaging in 
trial and error was indicated as good source of learning.
He displayed both emergent learning behaviour whereby he learnt in 
retrospect from new role or assignment or encounter with situations, as well 
as planned learning where he embarked on learning to achieve specific goal 
such as professional certification from BAHA. The following describes his 
learning in general:
“I guess a combination of being thrown in very much at the very deep end and 
having to learn from my peers in terms of how to construct profit and loss 
account and then how to read and interpret a profit and loss account...”.
The learning also included learning about self and impact on others in 
retrospect from his approach during school years. He understood the 
fundamentals from formal learning and the contextualised knowledge from 
informal learning process. In general he does indicate perceived formation of 
principles to be carried to practice though his view is that using models is “too 
prescriptive” He learns abstract knowledge then learns tacit contextualised 
knowledge and uses the former as foundation on which to build the latter. His 
reference to embarking on formal learning and what is termed marginal 
learning which includes attending conference and reading trade press all 
indicate that some useful knowledge for practice is acquired through 
instruction and can be attained during self directed learning and not only in 
social settings. His experiential learning follows gaining abstract concepts 
from formal learning, making observation in practice, reflecting and then using 
the knowledge to carry on his job to gain concrete experience, (Kolb 
approach). INT2 postulates that there is a saturation level to how much one 
can and need to know where by he advocates for a move to another context.
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This view is presented as:
“...probably 3 years into my time in consultancy with... I remember actually 
specifically feeling at that point, ... I think I have probably learnt pretty much 
all that there is to learn from the perspective of what I am doing now and it is 
time to move”.
Formal learning
The participant had had varying opportunities to learn formally. He went 
through formal education up to degree level and participated in other formal 
learning activity beyond degree programme, and attaining professional 
certification status in hotel accounting.
He admits the positive influence of his formal learning in his life.
” It’s just something that I found to be quite interesting, but I think in any line of 
business, it was helpful to understand how economics work”.
In another instance he laments how the poor delivery of accounting
knowledge led to his inability to transfer effectively to application. The
deficiency in learning expressed by INT2 is :
“Without wanting to sound too contentious, I had certain challenges with the 
lecturer of Surrey who was responsible at that time for teaching
accounts..............  It was..., I think, I came away with very little real
knowledge of accounts and I think with certain amount of coaching involved in 
order to get me through some of the financial exams.... very simply the 
lecturer was in my mind a very significant problem... not a particularly good 
lecturer...”
However there was some meaningful learning that occurred in the formal 
setting. The general understanding of how to assess the financial health of 
business called for knowledge in accounting and finance in areas of knowing 
how to measure performance from the figures presented on balance sheet.
Knowing how to construct balance sheet and profit and loss account and
interpret it was initially acquired through education process:
“I guess to understand that goes back to my time at Surrey in as much as you 
learn how to construct profit and loss account ...construct balance sheet and 
once you’ve constructed you know how to interpret those in terms of quality of 
performance.”
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Informal learning
He had participated in varying forms of informal learning activities and gained 
knowledge through personal direct experiences. These had come to him in 
many forms such as on-the-job-training, demonstrations by peers, coaching 
and mentoring by superiors coupled with reflection in action. These had been 
pivotal to the construction of his personal knowledge for job in hotel property 
development consultant. The learning here is an example of tacit acquisition 
of knowledge.
INT2 talks about how he learnt restructuring through what I have been told 
from over the course of the last 18 months.
“We have relatively regular update from our chief executive. He tells us what 
is happening in terms of ongoing discussions to restructure the company and 
my knowledge is based solely upon those update meetings...and things that I 
read very occasionally in the press”.
On strategy learning he says
” I have, I’ve learnt a lot from them in terms of strategic development 
objectives. ...purely listening to people talk, and may be from the occasional 
meeting but almost exclusively from listening to people talk and reading 
shareholder reports.” He also admitted peer assistance in his acquisition of 
knowledge “...I guess a combination of being thrown in very much at the very 
deep end and having to learn from my peers in terms of how to construct 
profit and loss account and how to read and interpret a profit and loss 
account... it was, ... it was a very good learning program for me at that time, 
and it was a very useful exercise”.
INT2 believed that experience provided basic input for the construction of 
professional knowledge. So in addition to the other sources of acquisition of 
knowledge, he used his own experience to judge the effectiveness of acquired 
knowledge and consequently increased his own personal knowledge base 
which for hotel industry dynamics he refers to as industry bench marks. He 
acquired his feasibility know-how by carrying out job assignment on feasibility 
studies and went on to do operational and strategic reviews thereby acquiring 
more knowledge on his own.
His acquisition of knowledge included pursuing marginal learning that is 
learning at industry -  organised events which lie between the formal and
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informal modes of learning. This helped him to catch up with and share new 
developments and develop new contextual capabilities to advance his level of 
explicit knowledge. It also included
“Reading more of the trade press which I hadn’t done before....Caterer and 
hotelkeeper, hotel magazine, releases from Arthur Anderson at that time 
...Deloitte and Touché ...”.
Dimension 4; Transfer of learning to application
Transfer of knowledge for this subject had followed the spiral construction 
format where he is seen to transform his explicit knowledge to implicit/tacit, 
and then use them as bench marks to analyse future explicit knowledge.
He used knowledge acquired as frameworks for future assignments
” I don’t believe so. I guess in a sense a framework was reasonably 
prescriptive “.
In describing the mode of transmission of strategic options from learning to 
application, he used industry as bench marks, he said:
“I think...in order to undertake a strategic review you really have to take the 
industry as a base, to be able to judge whether a hotel or a company is 
doing a good job, because you are comparing it to a bench mark”.
He believed that knowledge acquired through experience cannot always be 
transferred as mirror image or models for future undertakings but by scenarios 
built over time. So he does not employ a model which is seen as prescriptive. 
This is a sign that transfer of knowledge from one source to the other may call 
for modification.
His general mode of transmission of knowledge to application was by 
scenarios which were built up from accumulation of experience. In terms of 
application, it is not too clear whether he was copying patterns of behaviour 
from others or turning his experience into principles, though he uses such 
terms as “bench marks” and “can’t afford to be too prescriptive”.
In summary
In summary the subject’s rich personal knowledge has been basically 
acquired through formal and informal means. His earlier life and job
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experiences played moderating role to shape the personal knowledge used. It 
is very evident from the narrative that the subject valued knowledge acquired 
through both formal and informal and marginal means of learning. He 
therefore endeavoured to acquire knowledge by explicit and implicit means, 
through practice, formal study, socialization and making logical deductions 
from situations based on his knowledge base. He also internalised his explicit 
knowledge through assimilation, trial and error and observation, all through 
active involvement in the context for know-how, and self directed learning for 
know-what and know-why. Transfer of knowledge from learning to application 
has been through adaptation of models and principles in general though not 
being “too prescriptive” by so doing.
Emerging themes:
The key themes emerging from this are as follows
Different types of knowledge are transmitted in different modes. Explicit 
by principles , and implicit by imitation
Knowledge in use includes both explicit and tacit dimension needed for 
task specific function and emancipatory for relational role.
Theory is good foundation for good practice needed to interpret 
practice
Not all knowledge is contextualised and takes place in social situations, 
as the constructivist promote specific some are individual.
Knowledge that is conceptual in nature has application across context. 
Personality influences relational aspect of managerial work 
Perception of quality of delivery affects acquisition and transfer of 
knowledge from acquisition to proficiency in it future use.
Understanding industry dynamics leads to strategy formulation.
There is saturation point for amount of tacit knowledge that can be 
accumulated in a particular context.
Learning is regularly attained during individual experiences.
Direct practice is beneficial to tacit knowledge acquisition.
Procedural Knowledge can be acquired through direct class room 
instruction.
Pre managerial learning could serve as catalyst for managerial 
learning.
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Case number 3,
Participant ID  INT-3: Hotel Food and Beverage Manager
INT3 is a 26 year old who graduated from the University of Surrey’s Hotel and 
Catering Management Programme four years ago. For the past two years he had 
been working as the Food and Beverage manager of a luxurious five star 
independent and privately-owned family run hotel with a good reputation and well 
known for entertaining stars. He describes his position as 
“...it is like an umbrella department head”.
His responsibility was to achieve corporate objectives in food and beverage 
management, and to service meetings and conferences. He is in charge of 
planning, organising, supervising, training, and marketing of his menu items in a 
service industry environment he described as having perennial staffing problems 
and characterised by unpredictability of demand.
In his present position, INT3 had had a total of three years experience in food
and beverage management. He came across as well grounded in his profession
and capable of achieving his targets. He had built this knowledge base from both
job experience and education process. He had understanding of what the hotel
and catering environment was, how it was changing by the day and the impact
that these changes had on his operation. INT3 came to this job, his second after
graduation, having worked for another independent countryside hotel with
extensive banqueting operations. He had completed his job placement for his
degree requirements at the same hotel returning there after graduation to work
for about a year and a half as a senior supervisor, a junior management position.
His exposure to the hospitality industry, however, dates to as far back as his
school days when he worked as bar man in pubs for about four years, he said ...
“Was in 1999 and that whole year... I was just doing placement, and then for the 
year and a half of my last years in university, I worked part time, still at T (name of 
hotel) and then I did a year and a half more there. And I have done a year and a half 
to two years here. So it’s just those two hotels... but before that I had worked in a 
pub for about four years when I was at school and I had got a lot of basics from that 
bar, but the basics of working in a five star hotel I picked from my placement year”.
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Since graduating from the University of Surrey, he had had no further 
academic or professional education having moved straight into the food and 
beverage side of hotels which he describes as his “specialism”. INT3 relied 
on his education for the managerial component of his work though learning 
from other managers had contributed immensely to the formation of his 
knowledge base in both food and beverage management and general 
management.
On the usefulness of his degree to the current job INT3 had this to say
“I think it gives you a background level of knowledge and ...the ability to 
question things and analyze things and use that in some way in every day... it 
gives you a kind of high level theoretical knowledge. Then I think, you need 
the ability and the personality to interpret that theory and put it into practice...”
Whiles conceding that a degree is not a prerequisite for good management 
per se, he believes that graduates have more to offer in terms of 
administrative issues and more motivated and more interested in the general 
management of work. He sees non graduate managers as good at operation 
management but reaching their level of incompetence when it came to 
analytical, administrative and strategic issues. He sees a highly positive 
correlation between having a degree and performance. In his search for 
supervisors he said he was
“looking for graduate or people who are on placement year.... just because I, 
as a graduate think graduate can bring a lot more into the industry than non 
graduate in some ways"
To INT3, graduates are highly focused and motivated and want to work in 
industry having made an investment in their vocational management 
education. They are also more analytical in their thinking, and have
“high level of knowledge on certain things like ...financial management and 
human resource kind of skills ...at least these people have the theory of those 
things if not the experience”.
This he claims is exhibited even during placement years. Those without such
background
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“may require more on the job training or external training than the graduates 
would. The degree makes you a different person....you are able to criticise 
and analyse things to a high level and you do that naturally ....”
Though making a claim of applying about 90% of what he learnt at university 
to his job, he was not able to identify specific transfer of photocopy image but 
rather knowledge being carried as principles to underlie practice. The theory 
learnt in classroom is perceived to be utilized more in higher position than at 
junior management operational level. Knowledge gained from formal 
education is transmitted to job application as general principles and not 
specifics.
INT3 also talks about how personal characteristics played moderating role, on 
how to deal with people
“it’s all about being good with people in this industry..."
INT3 asserts that:
“You could be someone who is very academic... he can learn 
everything, get a first degree, but could still go out and be a really bad 
manager. You've to have personality and ability to apply theory to the 
practice".
He indicates how his personality contributes to his performance as:
“I am somebody who is much organised and I like to have my day planned 
out".
This rational way of doing things he gained through
“experience... learning... doing. System approach to doing things which 
“comes by doing... it evolves... it is something which evolves through time”.
Overall, INT3 presented himself as a well educated hospitality management 
professional who was competent for his job role, confident to move from 
functional food and beverage specialist to general management position as he 
implied here:
“Sure, ... probably the next position I would like to get to, is one that is a more 
generic position, not just hanging in on food and beverage. To take on more 
responsibility, maybe an operations manager role that looks after rooms 
division and food and beverage or something like that".
INT3 felt prepared for a higher office, perceiving that having been
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“ ...a junior assistant manager for a hotel, ... looking after bits of front of 
house, and rooms division, and bits of food and beverage, “ and having 
“picked up the basics" and being involved with the senior management in 
running the hotel generally, while food and beverage is my ‘specialism’,... has 
given him “the opportunity to see the other aspects of the hotel, and ... get 
the day to day knowledge that you pick up as a team with the other senior 
managers, you take on some of those. Or you learn some of the things they 
are doing... through having gained some kind of visual skills of what is 
happening around you in the hotel and what they are doing makes him 
‘wanting to do yourself “.
Dimension 1: w hat activities does this subject generate?
INTS’s choice of decision making and problem solving incidents generated 
key job activities out of the main incidents he selected. Out of these, four 
concerned human resource aspect of his job, three related to interpersonal 
communication and professionalism and two directly with food and beverage 
operational issues. These emphasised both task and people related issues 
which he had to deal with.
They are presented below starting from the first one selected.
Typology of activities generated
INTS’s domain of operation was running a food and beverage department
which was a labour intensive functional area. The first incident he selected
was on staffing which he sees as a major concern for the industry, though he
thinks comparatively his hotel was better off than others. His main concern
was how to staff his unit which is a front line department that requires
customer contact personnel. He said,
“I think the hotel industry because it is ...continuously changing and there are 
lots of different things that are inherent in the industry ... normally it has a 
high turnover of staff- especially the staff relatively unskilled and in the low 
positions. Long term planning ... I guess succession planning or people 
planning are not really that possible because people generally aren’t staying 
that long ... Our turnover here and in most departments is relatively really 
good. We need to be very proud of especially for London. But even still it 
wouldn’t be the kind of organization in the hotel industry where you can look 
at people in supervisory positions and below and plan the succession 
route...for them over a period of years, whilst in other industries you will be 
asked to do that “.
He feared picking the wrong person who will find it difficult to,
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“fit into the culture and environment of this hotel”.
There is also the issue of discipline to ensure that staff with unacceptable 
behaviour was fairly treated and that communication on such issues was done 
conscientiously to avoid unethical approach. To achieve this there was the 
need to seek expert legal knowledge on employment law.
He felt the need to change his management style on the control of staff. 
This was a leadership issue that resulted in the establishment of laid down 
procedures dealing with staff request.
He also had problems on interpersonal activities involving communication at 
work, first on how to effectively communicate sensitive issues to subordinates 
and secondly to maintain healthy communication lines with his boss. 
Operationally he had to ensure a quality of service through efficient use of 
available equipment.
Below are selected quotes to highlight the set of activities which spread over 
his time in the industry.
Quotes describing selected incidents
incidents no. and 
orientation
Activities generated from the interview
1a-problem-human 
resource-staff shortage 
1b-decision-human 
resource-recruitment and 
selection
“...a problem at the moment is the fact that we are 
short of supervisors in my department...and its 
coming up to the busy time of the year. We’ve gone 
through the normal procedures of working with our 
human resources team... we are obviously trying to 
recruit, so we interviewing people”.
2-problem-interpersonal-
professionalism-ethical
behaviour
“...frustration... generally, in how other people in the 
hotel, in the organization work and interact with each 
other... 1 think the responsibility people take on or 
don’t take on when I’m not here and also 1 guess the 
levels of professionalism with which, people interact”.
3-problem-interpersonal-lack 
of effective communication
“...the problem 1 can think about recently is how my 
manager has managed me and 1 thought it was 
crap... and 1 think it is not very good”.
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4-problem-human resource- 
disciplinary issues
“...As a long disciplinary matter, a member of staff 
was repetitively problematic... with a number of 
problems relating to him. So we suspended him. We 
conducted a long investigation and disciplinary 
process and he went home for a number of weeks 
and this became a big headache”.
5-problem-operational-food 
and beverage-room service 
guest complaints
“...in room service , part of this department, we have 
a few complaints about food not being very hot when 
it got to the rooms because we cater for a lot of floors 
and sometimes, very occasionally it wasn’t a big 
issue...customers would say that their food was cold 
when it got to their room”.
6-problem-operational-food 
and beverage-equipment 
utilisation
“A problem that we had was, a lack of equipment in 
relevant areas ...there wasn’t sufficient amount of 
equipment to serve all of the areas. So we have to 
move the equipment from area to area ...depending 
on where the business was. And that took out energy 
and led to some breakages that didn’t need to happen 
as well”.
7-problem-human 
resource/interpersonal- 
management control
“...it is not being tough enough, earlier on in my 
career probably. Being too nice doesn’t work all the 
time, and 1 think there is a level of strictness; you 
need to have, a level of friendliness, you need to get 
anywhere”. 1 think you need to be very firm with all 
with staff but 1 think you always need to be fair and 
firm, and 1 think the staff respect that. They know 
where the limit is, the edge and they know how to 
behave”.
8-decision-
operational/human resource- 
reorganisation of work
“We’ve looked at creating the new position, 
reorganising this department, to a structure, new job 
description, and all those things that go with that, so 
it’s not something that’s necessary that 1 haven’t done 
before but it’s a new position, it’s creating that here”.
Looking at the above quotes, it is obviously difficult to have clear-cut 
dichotomy of activities as each seem to flow into others and are somehow 
inter related. An operational activity is easily intertwined with a human 
resource/inter-personal issues. In summary however, the activities could be 
roughly listed as:
• Staffing: dealing with shortage of supervisors and dealing with 
recruitment and selection.
• Soliciting expert help in dealing with specialist issues
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Interpersonal relationship and professionalism 
Disciplinary issues
Operational problem -food quality, efficient use of available
equipment
Man management
Poor lines of communication
Dimension 2; What knowledge lies behind the incidents
Knowledge behind activities: The type of knowledge behind the activities is 
looked at from both the content and the nature perspectives. The former is 
functional and relates to curriculum issues while the latter deals with nature 
in relation to learning and its transferability using the concept of the three 
facets of knowledge.
What the researcher looked for here were, explicit, tacit/implicit and 
emancipatory knowledge that were applied and how they interacted to form 
INTS’s personal knowledge base.
First, the content perspective:
a) Knowledge content
Looking at the transcript, the following were identified as content of knowledge
that he applied to his food and beverage manager’s job role.
Food and beverage management 
Human resource management/Recruitment and selection 
Accounting and finance including Hotel accounting 
People management -leadership 
Industry dynamics 
Hotel operations.
Employment law 
Organisational politics
Although he did not always directly refer to his knowledge of specific items 
in his role, I NTS described how he applies knowledge acquired when 
talking about the incidents he selected. It is clear from the under mentioned 
quotes that I NTS applies a wide range of knowledge to perform his job 
satisfactorily. In the area h u m a n  r e s o u r c e s ,  he says;
“...we are obviously working with human resources to try and to get new 
people recruited... but obviously the right people. I have looked at other 
options as I said, looking to see if there’s any one to be promoted from
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within, which I don’t think there is...there is a job description for every 
position, so the job description is obviously the principal thing we look at... 
So when you go through CVs or applications ...what we are looking at is 
the job descriptions and specification of the people".
On p r o f e s s i o n a l  b e h a v i o u r  h e  states:
“I think the responsibility people take on or don’t take on when I’m not here, 
and also I guess the level of professionalism with which, people interact”. He 
is a kind advocate for professional behaviour and demonstrates this by 
seeking to be fair to all employees even if they are facing disciplinary action.
In his justification for graduate employees he says that graduates have:
“...high intellectual knowledge ... a different way of thinking, different mind 
set, ... analytical way of thinking and you can assume a high level of 
knowledge on certain things, like I guess financial management and human 
resource kind of skills and things like that”.
O n  f o o d  a n d  b e v e r a g e  h e  s a y s :
“something that is food and beverage related because that is what I do 
looking at kind of a menu,...how that menu, the mix of menu, of what people 
select and looking at the gross profit margins on those dishes, how you can 
manipulate those menus... Looking at each individual items and classifying it 
as to whether it’s a star or a dog or plum or those kind of things and then 
using that as a kind of theoretical tool, implementing it here as a procedure”.
He displayed his p e o p l e  m a n a g e m e n t  - l e a d e r s h i p  knowledge during the 
disciplinary process by ensuring that the interpersonal aspect of the case was 
properly handled. His view was that
“in any situation where disciplinary matter might kind of occur, the 
investigation should be fair. On his leadership know-how he says “when I was 
new in the position, I think I was a little bit soft, then too gentle with people, 
but now. I’m probably more firm and try to be more fair”.
INT3 displays his k n o w l e d g e  o n  t h e  d y n a m i c s  o f  t h e  I n d u s t r y  when talking 
about the speed of change:
"... In the Hotel industry you never really look at things on long term. On 
operational level it doesn’t work like that... I think the hotel industry because it 
is 24 hours a day and seven days a week and is continuously changing and 
there are lots of different things that are inherent in the industry make up ... “.
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He shows his knowledge on h o t e l  o p e r a t i o n s  when expressing his desire to
move into generic management position and indicates that he was
knowledgeable enough to take on that responsibility, by indirectly describing
what he perceives as needed for the position in this way:
“Sure, probably the next position ...one that is a more generic position, not 
just hanging in on food and beverage, so to take on more responsibility, 
maybe an operations manager role that looks after rooms division and food 
and beverage or something like that”.
From this he implies that knowledge in all hotel functional areas is needed for 
operation manager’s position.
E m p l o y m e n t  l a w  w a s  needed to be able to handle human resource issues that
had legal implications, but he saw this as specialist knowledge that should be
left to specialists to deal with, while having a working knowledge of it
”. In things like that, you really think are specialised, although in important 
things like legal issues, in things like employment law, I will check back with 
them if something is none routine.”
I NTS shows that he has enough of o r g a n i s a t i o n a l  p o l i t i c s  to make him survive 
in his work environment. He asserts that
“I think there is always going to be a period of time where you settle into a 
position and get to know the people and the parameters and the politics of it, 
and then establish yourself in the position...”. “And it’s the politics of who else 
is in the senior management team and how you get on with your general 
manager, elm, and how you manage and interact with your team I think... and 
how the general manager sees that”.
From the analysis above, it can be seen that though working in food and 
beverage, he needed more than just formalised food and beverage 
operational knowledge. He needed tacit or operational skills including practical 
judgement capabilities relating to both the task and human aspect .As a 
manager, he had to manage both the operations and the people he worked 
with thus bringing in human resource and inter personal relation abilities and 
what Eruat(2000) calls knowledge of people. The dynamic nature of the 
industry he worked in also called for knowledge in trends and dynamics of the 
industry. Despite this need for a broad knowledge base, he still saw some of 
the knowledge as specialist, such as employment law and preferred it to be 
handled by specialists in human resource.
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b) Nature of the knowledge employed.
The nature of knowledge concerns the way the identified knowledge 
presented itself in terms of ease of transfer. The participant displayed use 
of formalised knowledge that was explicit and implicit/tacit which he often 
referred to as “gut feeling” and emancipatory in nature during the interview.
Explicit dimension
INT3 talked about knowledge acquired explicitly through the education and 
training processes using the term “taught” or “teach” or “learn” to indicate its 
transferability. These were those captured in procedures, documents and 
textbooks and databases, examples being the job descriptions, which he 
consulted. This kind of knowledge is about the principles that underlie the 
behaviour.
Im plicit/tacit dimension
This is the type of knowledge he described as “learned” or “learning” or 
through “experience”. The tacit/implicit dimension was referenced to job 
learning through informal processes. Some were also acquired through 
personal contact and various forms of interactions with the internal and the 
external environments. It also included accumulation of experiences from one 
job to the other including those before his formal management education. An 
interesting display of this dimension is when he compares himself with the 
classmate who had branched into human resource as her profession in hotel 
operations. He describes her as having expert knowledge in employment law 
because her job involves the application of law while he has expert knowledge 
in food and beverage because he has been doing that. The difference could 
be attributed to tacit knowledge learnt on the job as they both had received 
same level of explicit knowledge in both areas of knowledge. It is also clear 
that knowledge can be compartmentalised by role boundaries and he 
presents it as:
“Because she has more experience and she is a human resources manager, 
she has experience in doing these things or if not in this specific thing. In 
doing this kind of thing and I trust her as a very good friend and as someone 
who... has good common sense....if there is a problem relating to that kind of 
thing, I will speak to her, in as much as she will probably do the same to me if
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she had a problem with where she works, with something to do with food and 
beverage’Mhis indicates that experience teaches and creates 
knowledge boundaries by roles.
Emancipatory dimension
The emancipatory dimension comes to play as personality variable. He 
states:
“You need ability and personality to interpret that theory and put it into
practice and its all about being good with people in this industry... it’s
about having a way with people and to know how to interact with people”.
How to deal with people can be partially learnt with some having to do with 
personality and ...some of it is through doing, through experience "you can 
make mistakes in managing people and then learn from those mistakes and do it 
again”.
He described his emancipatory knowledge as “gut feeling”
“it’s ... something that’s inside yourself really, it is like ... from experience but 
it’s also I guess partly through your emotions... the way you interact with 
people. ...Some people ... have more gut feeling than others ...it’s about 
being emotionally, maybe slightly and interacting, linking into people, having 
some sensitivity perhaps” .
In a nutshell, INTS’s knowledge is multi dimensional and made up of 
explicit, implicit/tacit and emancipatory dimensions which are not easy to 
separate in terms of “this is problem ‘a’ and I will use knowledge type ‘b’ ” . 
They all come together to inform practice, to gain experience which he 
expresses as “gut feeling” or “common sense”. He used practice to 
transform what he already knows through experimentation which results in 
concrete experience. The evidence of experience transforming his already 
known concepts from explicit knowledge are indicated when he talks about 
“trial and error” .
On his response to how he acquired industry knowledge, he states
“I guess what is experienced through seeing. Again I have worked in 
hotels for about 6 years and you can see that this isn’t the case. But again 
information you get from university, friends that work in different industries, 
my parents working in different industries. I guess and those of things... 
and other managers... Again I have learnt from when I was on placement 
year. It all comes across but a lot of that comes from the university again”.
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Dimension 3; Where and how did the subject learn this 
knowledge?
INT3 acquired his hospitality knowledge base from both formal and informal
learning sources and through different modes of learning. His learning has
been based on understanding of theory and experiences for his managerial
work in hospitality. His experiences originate from his school days when he
worked in pubs through the period before taking up managerial role and later
in hotels. Some have come from his interactions with others such as parents,
networks that were outside his domain of operation and a series of learning
episodes in his job, specifically from part time work, placement and from two
hotels he had worked with after graduation. When asked if he could have
worked straight in general manager position he had this to say
“I don't think I felt confident that I could walk into a hotel and run it in terms of 
the overall but in terms of the areas I was interested, in terms of food and 
beverage... I felt confident that I could go and work in a junior management 
position”.
This quote implies the important contributions that both formal and non-formal 
(informal) had made to his acquisition of applied knowledge which has since 
been transferred to the work place. In general the learning has not only been 
for operational duties but includes how to deal with people.
F o r m a l  l e a r n i n g  p r o c e s s e s
He had formally studied hotel and catering management at degree level 
which he constantly referred to when talking about how he learnt to do his 
managerial work. This has been formal class room instruction with 
examination to assess the stock of knowledge gained outside the arena of 
experience. An example given is:
“I learnt it, you are analysing your sales result ably which is something I was 
taught at the university”.
However, he tends to add that the knowledge gained from education served 
as a base but the actual ability to perform was based on informal learning 
process. This included both conceptual and operational dimensions. The
general image that INT3 creates about his learning and transfer of learning is
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summarised in the following statement made by him in answer to how he
learnt to deal with his operational responsibilities.
” I always maintain that at the university you are taught a lot of principles but 
you are not taught how to, how it actually works in practice you just have to 
understand, and it exposes one thing that you get taught and how to 
understand the business, how to analyse it and evaluate things ...but there 
are lot of things you can join together to what you either learnt from what 
you’ve studied or from what you’ve learnt from other managers or you’ve 
been shown how to do things to put everything together”.
He further presents his main source of learning to be:-
“I guess what is experienced through seeing. ... Information you get from 
university, friends that work in different industries, my parents working in 
different industries. ... and other managers. Again people I have learnt from, 
when I was on my placement year. It all comes across but a lot of that comes 
from the university again.” The importance of theory is seen here “I think the 
higher up the position goes the more theory you get to utilize”
His training in bar work was on the job, not from the classroom, so it’s 
practical. It was teaching you how to, how to do things by transferring different 
kinds of skills to the job... some of it was somebody teaching me how to do it, 
and some of it was by trial and error".
Informal learning
INT3 had also engaged in varying forms of informal learning activities Informal 
learning activities included the following:
He learnt through his own experience including experimenting and interpreting
earlier outcome by reflecting on his own actions, or through the experiences of
others either within or outside his organisation, through interactions and
networks, a process of observation, coaching and mentoring. Some were also
by listening to and learning by thinking about their stories, reflecting on them
and applying them when appropriate. The following quotes reflect on these
modes of learning:
” but then things like learning how to do a rota, how to manage staff, how to 
be organised, I think someone did kind of show me how to do that, at least 
initially and then you learn and you improve through trial and error. And 
maybe someone just correcting your mistake or suggesting ‘you could have 
done this in a different way”.
“...asking the sales team what they think about, how interested the people 
were
"but they are the kind of things that someone who has taught you or has 
managed you in the past may highlight to you when you’ve attended 
interviews with them maybe; but I think principally from experience”.
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He has learnt from others throughout his hospitality career, even learning how 
not to do things but he certainly has also engaged in learning by trial and error 
along the process.
His past experiences in working in the hospitality industry from school years to
now have been a source of learning for him .He had learnt from doing it
himself and through formed models or principles. This included
“...learning how to manage people comes through your own kind of trial and 
error and some of the other things, I don’t think someone teaches you how to 
look, manage people,... or I don’t think someone taught me anyway”.
Interactions resulted in some learning for him, he from the above excerpts 
from the narrative, INT3 has taken advantage of all his interaction with people 
and his job experience to form his own personal knowledge as he reflected on 
them based on the principles he had learnt from formal learning .
Dimension 4: Transfer of learning to application
Transfer of knowledge and experience for this subject had followed the spiral 
construction format where he is seen to carry explicit knowledge to inform 
practice, then convert it into implicit/tacit by experimenting. He then re-shapes 
his principles as he learns through experience. He tends to combine his tacit 
knowledge with explicit knowledge and then creates his own models or 
principles which he applies. His general mode of transfer is a combination of 
experiences of scenarios built up into principles, using prototypes which he 
applies to new situations.
To a question as to whether he uses a model he had this to say:
“I think it is through experience, again through learning. Learning through 
doing ... I make a routine, I plan them, I think you need to make a routine for 
any thing ... You need to have a system in place and you need to give 
yourself discipline and you obtain discipline around that, but ... it is really, it 
evolves. It isn’t something like on day number one here, I came with a stamp, 
and this was my routine. It’s something that evolves through time...
Here we see how the knowledge creation follows a spiral approach. His 
knowledge transfer has been in both directions. Transferring his explicit 
knowledge to his employees through socialization using the medium of 
formalised on the job training and group discussions. This was to ensure that,
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for example, the new knowledge on menu engineering is socialised into new 
work processes. On his own, the knowledge gained from education was 
internalized, and then he carried it in the form of models or principles into the 
work processes that he was confronted with. Through trial and error, he 
combines the outcome of his experience to his previous knowledge to refine 
and extend the existing knowledge.
In summary
In summary the subject has a very rich personal knowledge on managing 
hotel food and beverage operation with its attendant human resource and 
interpersonal relations. This has been acquired through both formal and 
informal learning. He has a clear appreciation of the contribution of both 
explicit and tacit knowledge to performance. The performance was used to 
understand practice while the practice was needed for performance in the job. 
Transfer of knowledge from learning to application has been through 
adaptation of models and principles and his mode of application is 
interpretation of practice using theory or reshaping of theory based on 
practical experience. The operational skills are transferred as blue prints 
through replication.
Emerging themes;
The key themes emerging from this are as follows:
• Different types of knowledge are transmitted in different modes. Explicit 
by principles or models and implicit by imitation/replication.
• Knowledge in use includes is a mix of both tacit and explicit type
• Knowledge that is conceptual in nature is useful in managing across 
many settings.
• Not all knowledge is context specific and as such could be carried from 
one practice to the other.
• Pre managerial learning could inform future managerial work.
• Different types of knowledge vary in their transferability: explicit 
knowledge can be articulated and easily communicated between 
individuals and organizations; tacit knowledge (skills, know-how, 
contextual knowledge is manifested only in its application.
• Efficient utilization of knowledge is achieved where the knowledge 
domain matches exactly the knowledge requirements-different types of 
knowledge are applicable to different situations
• Tacit and explicit knowledge are complimentary for proficient 
performance.
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Education gives you a background level of knowledge and experience 
provides the basic material for constructing professional knowledge
Knowledge gained from formal education seen as being transmitted to 
job application as general principles and not specifics.
Case number 4 
Participant ID  INT-14: Female Reservations Manager.
The 25 year old is a graduate in Hotel and Catering Management programme 
from the University of Surrey. She describes the programme as having 60% 
content for business and 40% for management and being 80% theory and 20% 
practical. She completed her degree in 2002. While working in her current hotel, 
she undertook a master's degree in Tourism Management.
Her career in the hospitality industry started while doing part time jobs in other 
hotels as a receptionist, before attaining her formal hospitality qualifications. This 
she describes, as having given her hands-on experience in front office operations 
which she built on with the one week induction she received for her entry level 
non managerial work, as hotel reservationist after graduation. INT14 describes 
how this experience contributed to her current job knowledge:
“...We have the initial training but then I was quite lucky that I have been working 
at other hotels before I came here. So I knew the system already and it wasn't 
that hard for me..."
At this initial position as a reservationist, what she needed was the craft level
knowledge, which she had gained from front office work. She believed if she had
taken the placement year option in her degree programme, which she missed
due to ill health, it would have given her experiential knowledge that would have
led to her being employed at a level higher than starting from scratch. But she
agrees that this initial non managerial job experience after graduation also
equipped her with the basics for her current position:
“...when I started two and half years ago, I just did normal reservation which 
was what my staff does. I have gone through every single step and every 
single problem in that department for three years so I know”.
She has had about three years post qualification experience in hotel sales and
reservations work, having moved up to work as a reservations supervisor then
further up to her current managerial position. This position also came with the
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added responsibility of a duty manager for which she had to undergo a six
months formal training:
“I only started that about six months ago, and so you have to go on a course 
for that and basically we deal with all the health and safety and the complaints 
and all the issues that might come up in the duty managers’ shift. So it’s just 
courses, relevant courses, for every single department”.
Working currently as reservations manager at this hotel which has moved from a
three star to four star hotel status, after changing hands two days before the
interview, she was going through the usual difficulties associated with change in
general and acquisitions and takeovers. This was the first presence of the new
company in the United Kingdom. INT14 had moved to this position about six
months before the take over without the complement of a full fledged sales team
whose responsibility had temporary been added to her job, since the new group
had no sales group in place. She was eagerly waiting to be replaced. She was
currently working in an atmosphere of uncertainty because ,
"... The new company is a foreign company, so even today we are not 100% 
sure of how we are supposed to be doing things. We are just putting 
ourselves to what other people have done”.
She said her
“...Current job involves managing the department, the reservations 
department, going out there to look for clients” which she claims 
’’has changed a little bit because we had a sales team. Until a week ago and 
at the moment we don’t have a sales team and obviously we can’t run a hotel 
if we don’t have those roles”.
She however still maintains that the reservation section makes contribution to 
the sale effort by stating that:
“...though we have a sales team employed we will still be involved because 
we are the ones that decide this rate... and the sales people need to go out 
there and get us those rates...”.
INT14’s difficulty in dealing with change seemed to be compounded with the fact 
that the change in rating had not come with improved conditions of service and 
the high labour turnover:
"Staff turnover is quite high here and also probably in the period of a year I 
have got three members of staff stopping... it’s been a big issue...”.
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Based on her own experience in that position, she perceived training and 
motivation as solution to the problem and had put in place both training and 
incentive packages to rectify the situation.
She found knowledge acquired from her degree programme coming into play only 
when she moved to this management position, but by this time she realised it had 
become a forgotten knowledge and had to go back to her lecture notes, to remind 
herself of the explicit knowledge taught on her degree programme on issues such 
as revenue management. She had this to say about the revenue management 
knowledge she had acquired from higher education:
“I think what I learnt at the university is quite relevant but because we didn’t
practice it at that time. It was all sort of on paper When I finished my
degree there was quite a little bit in the area of management which we did do
in our degree and which I had knowledge about............. When I started
working here I didn’t really need to apply it, but now slowly you do have to do 
that especially on the revenue side of it... if I think of something I am not sure 
I can go back to my notes and it really, really helps”.
This also implies front loading of management knowledge may not be beneficial 
for initial job positions.
INT14 appreciated the contribution and benefit of training and talked a lot about 
using training both off-the-job and on-the-job to correct her own and others 
knowledge deficit. In ensuring that the reservation staff working under her knew 
the job, she fell on training:
”we do the training and a lot of the training comes while doing the work itself...’’Though 
fully aware that industry still valued experience over education, she seemed 
happy to note that at the management level her degree gave her an upper hand 
over those without:
“for example yield management, most of the people here didn’t know really 
exactly what it is, but I perfectly knew what it is because I have done it. ... 
because a lot of people don’t have degrees so they have the experience but 
they don’t know the little bits that we might learn at the university and that is 
what I bring in”.
She further noted that:
“I am quicker at thinking and ... at getting more ideas or different ideas whilst 
the person who just has the experience will just know what they have learnt in 
their jobs whilst with me maybe I haven’t done it but I have learnt about it and
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I can bring this new ideas forward, I have to say if I have to now go and look 
for a rooms sales manager job with no experience and there was somebody 
who has ... will get the job”.
She however does not underplay the value of experience in this industry:
“Because in this industry it is very, very important to have the experience 
when you do a management job because there is a lot involved and which if 
you don’t know about you can’t run the department... I mean they don’t teach 
us that at the university. They teach us how to work it out but not on actually 
how to apply it. I would know it but I wouldn’t know what to do with 
everything”.
In general she presented herself as a strong advocate for training as a means for 
knowledge acquisition though the value of experiential learning whether in 
education setting or on the job was found to be beneficial. In her career, she did 
not hesitate to acquire more knowledge in areas where she found herself 
deficient. For instance when she found a level of incompetence in sales and 
marketing, she took steps to sharpen her knowledge base by taking the relevant 
course in that field. She seems to equate not having done it before, with not 
knowing how. She was very much aware of what she could implicitly learn from 
people within her work environment even if what they did was not directly related 
to her job role.
She describes her personality as:
“I am very much of a perfectionist” so if I am organizing a group stay and if something 
goes wrong and its been planned for it then I think the whole hotel has a service 
issue, that’s something that makes me think that I need to work with a better hotel”.
Dimension 1- w hat activities does this subject generate?
The incidents that INT14 selected to talk about in terms of problems solved, 
and decisions made, centred on her job role as a reservations manager. In 
all she listed eight inter related activities. INT14’s main concerns were 
issues related to managing the reservations department under new 
management. This was within the constraint of not having a sales team in 
place and so having the additional responsibility to handle sales directly. In 
addition to this she had to work with a team, which she perceived as 
lacking both training and motivation.
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Typology of activities generated
The first incident she talked about was a problem relating to the effects of 
the takeover, which was both operational and interpersonal in nature. From 
the operations angle, she had to deal with how to sell the hotel products 
and how to market and gain new clients for the hotel. This was the function 
of the sales department and the absence of the sales team meant she had 
to be involved in recruiting a new team. The sales function demanded 
doing a market research to know the characteristic of the market so as to 
plan her marketing activities. This also involved legal issues relating to the 
handling of overbooking and “no-show’ ” .
The other operation related problem was the preparation of her annual 
budget.
In her duty manager position, she also had to handle difficult hotel guests, 
which sometimes resulted in the calling of the police. There was therefore 
an interpersonal dimension to her job involving communicating with the 
guests.
The other issues were to deal with how to prevent the high staff turnover in 
her department. She was faced with establishing training and incentive 
schemes to control the high labour turnover. Though the previous 
management had company-wide training programme, members of her staff 
could not take advantage,
“...training has always been an issue...
because the way the training worked for this company and others was 
that, they have courses for the whole corporation, wherever the hotels are 
and it was quite difficult here. So a lot of the time we couldn’t go on 
courses, because they weren’t in London, or they weren’t sort of near by 
and we were quite restricted as to what courses we can do...”
As a result she had to deal with having her own staff training system in 
place. She also had to handle the staff appraisal, a function which was not 
part of her job role. These were human resource related issues.
INT14 also had other interpersonal problems, which had a human resource 
dimension. She had a boss who was over tasking her with longer hours 
without pay and she was being kept in the dark on issues concerning the 
takeover. This made her feel insecure and wanting to leave.
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These incidents were both people oriented issues relating to human 
resource and communication, and task oriented activities relating 
specifically to how to bring in business to the hotel so as to achieve its 
business objectives. This is presented below starting from the first one 
selected.
Below are the excerpts from the narrative to show nature of activities. 
INT-14 quotes describing selected incidents
Incidents no. and 
orientation
Activities generated from the interview
1 a-problem-opreational- 
how to market and sell 
hotel products 
1 b-interpersonal-customer 
relations-communicating 
with client about takeover 
issues
Mainly we at the hotel don’t do sales directly, so because 
we have lost all our sales team when our hotel was sold, 
we have had to sort of do our sales training to go out and 
be able to sell the hotel which is quite hard because you 
are not able to sell and it has been a problem getting clients 
and getting new contracts for the new year, ... the last 
three-four weeks has been much more hectic because we 
had to deal with the issue of having people ring us to know 
what is happening”.
2-decision-operational- 
doing market research
...’’there is the whole pre-preparation and sort of research 
into the companies, which sort of companies they are, how 
big they are, what sort of things they can offer... we do a 
research on what they are, we make a research on who is 
the decision maker...”.
3a-problem-human 
resource-staff turnover 
3b-decision-human 
resource-recruitment and 
selection-
"Staff turnover is quite high here, in the period of a year, 1 
have got three members of staff stopping. 1 think because 
of the reason of money or it’s been a big issue...”
"1 will be involved in one of the interviews which is, the one 
that interests my department the most”.
4-decision-human 
resource-training and 
motivation
"Well we have changed the training system..” , because one 
of the things we lacked when 1 started working here was 
proper training system and then we have put an incentive 
system
5-decision-human 
resource-appraisal of 
underperforming staff
"The problem was the person wasn’t adequate for the job in 
the sense that she wasn’t enjoying it and a lot of issues 
were communication which is really important in our 
department, so we gave her a trial for some few months”.
6a-problem-interpersonal-
communication
6b-problem-human
resource-remuneration
"At the time, my reservations manager was a hard time 
reservations manager... 1 would say in my actual role it was 
just really tiring, over tiring and so obviously the result 
wasn’t really a hundred percent on the job.... 
1 have had problems with my managers; just because this 
company does not pay for overtime in busy seasons...you 
could be working sixteen hours. ..it was hard at the time 
because it was all to do with us not having enough staff it 
wasn’t even an issue of me wanting the money 
anymore...”.
258
7-problem-operational- 
prepation of annual budget
...’’the next year when we’re planning our budget next year 
for example beginning of December 
... 1 have never done one This is the first one 1 will be 
drawing... 1 don’t know how to do it, 1 mean 1 know how to 
put the information together...”.
8-probIem-interpersonal- 
poor channel of 
communication
...”l think the whole change of hotel being sold, new 
general manager, new owners, is very, very frustrating and 
1 hate not knowing what is happening ... 1 think a few weeks 
ago because you obviously have so many questions and 
you don’t have response...”.
9a-problem-interpersonal 
9b-decision-handling 
difficult guest
...’’the guests went out and they came back drunk, the 
guests were like into domestic violence... its quite hard 
when you’ve never done it before. To decide 1 guess the 
reaction was you don’t want to get involved. We have to call 
the police”.
INT14’s domain of operation seems to have well defined scope and tasks,
relating specifically with the management of the reservation function. These
could be grouped as operational/task related and people/relational activities.
The people aspect involved human resource and communication issues while
the task aspect was to do with how to organise and direct her staff to ensure
that the rooms were sold. . A leadership dimension could be inferred, as she
had to lead the team. Looking at the above quotes, it is difficult to have clear-
cut dichotomy of activities. An attempt however has been made to summarise
the activities emanating from the incidents.
Dealing with sale and marketing of hotel products 
Managing change due to acquisitions and takeovers.
Carrying out market research
Staffing-dealing with high labour turnover and training of staff and 
appraisal of under performance; recruitment and selection 
Front office operations including reservations.
Forecasting and budgeting business.
Budgeting for her operations.
Communication with subordinates, management and hotel 
customers.
Dimension 2: What knowledge lies behind -incidents
Knowledge behind activities: The type of knowledge behind the activities is 
looked at from both the content and the nature perspectives. The former is 
functional and relates to curriculum issues, while the latter deals with
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nature in relation to learning and transferability, using the concept of the 
three facets of knowledge.
What the researcher looked for here was what kind of knowledge was 
applied to the activities, its nature that depict the explicit, implicit/tacit and 
emancipatory dimensions, and how they interacted to form INT14’s 
personal knowledge. First, the content perspective:
a) Knowledge content
Looking at the transcript, the following were identified as content of
knowledge that she applied to her reservation manager’s job.
Human resource management 
Accounting and finance-budgeting 
Market Research
Reservations operations and management including law of contract 
Change management
Sales and marketing including pricing of rooms 
People management/interpersonal skills 
Hotel operations
The quotes below indicate representation of knowledge embedded in the 
activities:
The need for sales marketing knowledge is inferred in this quote:
“We have had to, sort of, do our sales training to go out and be able to sell 
the hotel which is quite hard because you are not able to sell and it has 
been a problem getting clients and getting new contracts for the New 
Year”. She needed to know how to do reservation “I started working here I 
did three months of just reservations and then I moved to do tour group 
reservations”.
In addition to that the contractual nature of bookings also required basic 
understanding of the law of contract.
Her need for knowledge on change management is indicated in the 
following
“We are not 100% sure of how we are supposed to be doing things. We 
are just putting ourselves to what other people have done”.
She displays knowledge on industry dynamics by stating that,
“Obviously we can’t run a hotel if we don’t have those roles ".
She expresses her need for knowledge on how to do research as
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"... Research into the companies ...so we do a research on what they 
are”.
Having researched the companies she needed presentation skills to sell 
her product offering,
“I would say presentations because we tend to do quite a lot when we do 
sales”.
INT14 needed knowledge in rate structure, a pricing dynamic, to help her in 
determining competitive prices for the hotel. Unfortunately this is part of 
front office accounting, which she has not studied.
“...we are the ones that decide whether this rate is what we want...”
In her job role, she needed knowledge on communication skills to be able to 
communicate with the internal and external public. She comments:
“...the different ways of talking, because the sales job is quite different 
...and when I started doing it my speech was quite restricted...”
There was also the need to have knowledge in computer technology:
“...learnt the technical aspects of our computer system”.
Knowledge on human resource in terms of training and job scheduling was 
required to be able to plan and execute training for the staff:
“it just put a lot of pressure on the department to have me training 
someone... I mean training has always been an issue...mainly skills on 
managing people because it is quite different being in charge and having 
to manage people’s holidays, and covering for people when they are on 
holidays as well as pleasing everyone”.
She knew the front office system, which was needed for the reservation
work and had to depend on that experience to function well.
“I worked with very small hotels which meant that we did everything, we 
did receptions, reservations, conference, so though even here I have only 
done reservations, it helped a lot to have reception knowledge and to have 
conference knowledge because you know how they work, you do things 
differently”.
For her duty manager’s position she needed hotel operations knowledge 
including how to handle healthy and safety issues,
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“we deal with all the health and safety and the complaints and all the 
issues that might come up in the duty manager’s shift”.
To a question on what she has brought from her education, she had this to 
say:
" I think only the revenue management part, a few more things I did on all that 
management and hotel management because it was quite helpful”.
In addition to this she was responsible for providing input for departmental 
budget and that required budgeting knowledge
“because budgeting is only done once you reach management level which I 
have been doing for a yearf.
It is obvious from the above that though INT14 was working in reservations, 
she needed working knowledge in all aspect of hotel operations management 
including front office, human resource and also inter-personal knowledge 
which is a key competence item for this labour intensive and frontline work.
b) Nature of the knowledge employed.
INT14 differentiated between knowledge acquired explicitly through formal 
education and training processes and that acquired implicitly in the form of 
tacit knowledge. These cannot be efficiently taught in the classroom, but 
learnt through experiences from one job position to the other even in her 
non managerial job position.
Talking about the implicit/tacit aspect of interpersonal communication, she 
said:
“...but the actual way of speaking to clients and how to sell all comes with 
the job. You can’t learn from a book or anything like that”. In another 
quotation she says,” a lot of the training comes while doing the work itself. 
You can’t actually teach it to them”.
Though she learnt front office operations on the job, she still carries the
knowledge as “steps” indicating models of front office operations, revenue
management and interpersonal relations.
Giving an example of explicit knowledge she states:
" yield management, most of the people here didn’t know really what it is 
but I perfectly knew what it is because I have done it, ... and if I think of 
something I am not sure, I can go back to my notes and it really, really 
helps”.
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She made inference to her personality or personal characteristics as a source 
of knowledge which enabled her to handle interpersonal issues:
‘when I was down there I said I wished I could do this, I wish they would do 
this so it’s applying what I wanted at the time and what I thought they would 
want from the hotel and obviously for them I knew what”.
Her poor interpersonal skills had adverse effect on her communication with 
others
“I am very much of a perfectionist so if I am organizing a group stay and if 
something goes wrong and its been planned for it then I think the whole hotel 
has a service issue”.
Interaction of the three facets
The subject’s multi dimensional knowledge structure, which included all three
facets, had been gained through education, training and practice. She could
identify the best place to learn each type of knowledge thus categorising
which aspect of the reservation training could be done off the job and those
that could only be learnt by doing. She used training to update explicit
knowledge and coaching to update tacit knowledge of her staff. The human
aspect was drawn from emancipatory knowledge, talking about the empathy
for her staff and using that to inform her strategies for motivation. She also
used her explicit knowledge on yield management to have a tacit
understanding, which without the explicit knowledge was difficult to
understand and apply. INT14 displays how the nature of the knowledge-
procedural and declarative -determines where and how it is learnt:
“For example, I mean just the fact of how to handle the whole administration 
side of the reservations, if you haven’t done it you wouldn’t know how to do it 
because it is something that you can’t learn off the books. It is something you 
just have to do. Or stuffs like our revenue reports; I mean they don’t teach 
us that at the university, they teach us how to work it out but not on actually 
how to apply it. I would know it but I wouldn’t know what to do with 
everything”.
Dimension 3; Where and how did the subject learn this  
knowledge?
The knowledge cited by INT14 while talking about carrying out her 
responsibilities was learnt from both formal and informal learning sources 
using different modes of learning.
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Her learning experiences applied to her managerial work in hospitality, 
originated from experiences gained prior to taking up managerial role at the 
hotel front office. She had formally studied hotel and catering management at 
the degree level as a preparation towards working in the hotel industry, and a 
master's degree in tourism management when she had the intention to move 
to the airline industry.
This formal education has been augmented by a series of learning episodes 
by way of formal off-the-job training and both formal and informal on the job 
learning. Through these encounters, she displayed both emergent learning 
behaviours related to learning in retrospect such as the learning associated 
with knowledge gained on sales communication, through being in the same 
office with the sales team and also planned learning in the form of attending 
several courses to update her knowledge and skills.
It is very obvious from her narrative that, the nature of her work and level of 
operation, till she moved to managerial position, required mostly knowledge 
that could not be explicitly identified as part of her formal education. This 
made her to dwell on knowledge gained from experience until what was learnt 
in education found their usefulness at managerial level of operation. Even 
there, the importance of informal learning in the job place was very much 
emphasised by her. She appreciated the importance and contribution of both 
formal and informal processes to her professional knowledge development. 
These will be presented under the formal and informal dimensions using 
quotes from the narrative to show how she used these modes to acquire her 
knowledge.
She understood that the fundamentals from formal learning and the 
contextualised knowledge from informal learning processes came together to 
achieve proficiency. In general, consistent reference to using formal training 
indicate perceived formation of principles to be carried to practice, though she 
believed that certain aspect of the job could only be learnt through doing. 
Formal learning
This was done either in formal education or training environment.
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The main opportunities to engage in formal learning in education were 
identified. These were formal hospitality undergraduate degree and a 
master’s degree in tourism management. She purports to have learnt yield 
and revenue management and presentation skills from her first degree and 
also airline reservation system during her masters, which gave her the 
principles to work. The process had been formal classroom instruction with 
examination to assess the acquisition of knowledge.
In answer to a question on what she brought from her education to her job, 
she said,
“I think only the revenue management part yield management, most of
the people here didn’t know really what it is but I perfectly knew what it is 
because I have done it, ...we have to plan for our revenue meetings ... 
and if I think of something I am not sure I can go back to my notes, and it 
really, really helps because a lot of people don’t have degrees so they 
have the experience but they don’t know the little bits that we might learn 
at the university and that is what I bring in”.
”...1 am quicker at thinking and I am quicker at getting more ideas or 
different ideas... I can bring these new ideas forward”.
Some meaningful learning had occurred, for the acquisition of procedural
knowledge on doing presentation, learnt from university group presentation:
“ I would say presentations because we tend to do quite a lot when we do 
sales, that has helped, and then I used to be quiet, ... lacked a lot of 
confidence, whilst now I don’t have a problem with speaking up with a group 
of people or raising my voice and so its helped me”.
And on delegation learnt from practical food and beverage operation, she 
states:
“I learnt a lot from how to delegate roles which you really have to... I did the 
whole of pricing side, which gives you a little bit of knowledge but I guess 
more of the delegating roles and training stuff is what I got more into “.
She expresses her frustration at the inability of the industry to encourage the
use of knowledge gained from higher education until it becomes obsolete from
lack of opportunities to apply them:
“...the problem with the hospitality industry is that you have to start from 
scratch and what you learn at the university is a bit too much when you start. 
So I think if people go on placement, they’ve gone past that stage of starting 
from the very bottom and when you graduate you can apply more of it 
because you probably have a middle rate job”.
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She had taken every opportunity that came up to attend course to acquire
generic but job related declarative knowledge especially in the area of sales
and marketing. An example was on Market research:
“I learnt that through the courses I have been to. They were quite, I mean 
they just explain most of that through the courses I’ve been”.
On sales skills she said
“ The selling skills were quite important because when you leave the
university you don’t have any selling skills, stuffs like customer complaints
which might seem easy, most of the courses were to do with selling then 
we’ve got technical courses on how to use computer”.
She had courses, which assisted her in her duty manager role:
“...You have to go on a course for that and basically we deal with all the 
health and safety and the complaints...”.
Informal learning
INT14 had engaged in varying forms of informal learning activities. They were
mostly emergent form of learning but some such as the induction
programmes, were planned learning activities though delivered informally. Her 
informal learning activities helped her gain knowledge through personal direct 
experiences. These had come in many forms such as on-the-job-training, 
through telling and listening, watching and imitating, coaching and mentoring 
by superiors coupled with reflection in action. These had been pivotal to the 
construction of her personal knowledge for job in rooms division of hotels. The 
learning here is an example of tacit acquisition of knowledge.
S h e  a l s o  a c q u i r e d  k n o w l e d g e  f r o m  e x p e r i e n c e .  This was either through her 
experiences at the work place including experimenting with her ideas on how 
to motivate staff and interpreting earlier outcome by reflecting on her own 
actions, or through the experiences of others while watching them act in their 
job role, whether task related or interpersonal.
Her past experiences in working in the hospitality, doing part time jobs have 
been a source of learning for her. She had learnt from doing it herself and out 
of this formed models or principles.
A classic example of learning through own experience is
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“I was in their position when I started two and half years ago. I just did normal 
reservation which was what my staff do. I have gone through every single 
step and every single problem in that department for three years so I know”.
She had a similar learning experience in her front office work:
” Because, I started, when I started working here, I did three months of just 
reservations and then I moved to do tour booking reservations where you 
actually have to. So I basically learnt it from working in the department for a 
long time... By practicing, there is very little training you can do off site. 
Everything, most of it, say 90% of it has to be on site and a lot of the time I 
feel people learn it better if you just throw them in it”.
This was mainly through interacting with people, both bad and good
managers, learning how to and how not to do things, by watching how others
had approached issues in the past and learning also from people within the
department. She had learnt how to train “by watching my manager” , an example
of watching was related to dealing with non performing staff:
“I worked with the revenue manager who is my manager ... when he had a 
similar issue with someone else when I was still in training. I was there 
watching. ... my revenue manager and I worked in the same department ... 
before we go in to doing it, he sort of gives me all the clues and stuff...”.
The revenue manager seemed to have played significant role in her job 
learning.
The sales and market role knowledge on selling hotel products had apart 
from being taught by instruction on courses, been acquired by interaction with 
sales team and imitating what other people have done. She reveals in the 
following statement:-
“Because we have the good setting in our office where the sales people sit 
next to us, a lot of that has been picked up from, you know, just being with 
them
at the office you learn from them in their talking, talking with client which
you wouldn’t learn if you’re just by sitting in your office”.
Learning from others meant the transfer of learning from those people to her 
through interactions and networks by a process of listening and watching.
One other source of knowledge had been learning to use past records to 
inform practice, such as using historical figures which she records in her diary 
to help her do budgeting,
“Whenever there is a big event in the hotel or something big is happening, 
you know, next to us we would say’ why did we make so much money’? Then
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I write in my dairy, so that’s what we do the next year when we’re planning 
our budget”.
Transfer of learning to application
Looking at what and how she has learnt, she seems to have transferred what 
she had learnt to application either from explicit to implicit/tacit or vice versa 
depending on the nature of knowledge being transferred. The nature of front 
office work calls for the transmission of both explicit knowledge and tacit 
knowledge. Those acquired as explicit knowledge were applied as principles 
while those tacit in nature like talking to clients was transferred by listening 
and imitation and by telling. She transmitted her knowledge on the reservation 
system from airlines to hotels as principles that were needed to understand 
how the hotel reservation system worked, using the airline system as a 
prototype. She applied the knowledge on how to deal with under performing 
staff as a form of pivotal example being used. The knowledge from front office 
operation was carried out as a system of operation and the scenarios 
observed through interaction with the sales team, used as principles in her 
work.
The ‘knowing’ or know-how to do presentation was transferred in group 
presentations and transmitted as a prototype or model to current situation. 
Transmission of knowledge to application was generally by means of 
modelling behaviour using tacit knowledge. This was mainly in activities 
involving relational issues and application of principles using explicit 
knowledge for those involving operational issues.
‘Knowing’ for this subject had followed the spiral construction format, where 
she is seen to carry explicit knowledge to inform practice, then convert it into 
implicit/tacit by experimenting. She tends to combine her tacit ‘knowing’ with 
explicit knowledge and then create her own models or principles in her head 
which she carries around, adding tacit knowledge and rebuilding her model as 
she goes along.
Her general mode of transfer is a combination of scenarios turned into
principles, which she applies to new situations. Transfer of people skills was
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done through modelling the behaviour of pivotal examples such as role 
models and mentors and listening to the stories of good managers whom she 
had observed. Principles learnt from education process through interaction 
and simulated experience were transmitted as principles and applied in her 
job role.
In summary
In summary, the subject’s personal knowledge on her functional area of hotel 
reservations and sales has been acquired through both formal and informal 
learning. She has a clear appreciation of the contribution of both explicit and 
tacit knowledge to performance. She demonstrated that both explicit and tacit 
knowledge was important to practice. Some knowledge is best learnt on the 
job through experience, and some need personal “ t h r o w n  i n  t h e  d e e p ”  
experience, in addition to learning from others. The performance is used to 
understand practice while the latter was needed for performance in the job. 
Transfer of knowledge from learning to application has been through 
adaptation of models and principles built over the years together with imitation 
of behaviour patterns.
Emerging themes;
The key themes emerging from this are as follows:-
Experience help build confidence in task performance.
Experiential learning can be obtained in education setting.
Different types of knowledge are transmitted in different modes. Explicit 
by principles or models and implicit by imitation 
Knowledge in use includes a mix of both tacit and explicit type 
Knowledge that is conceptual in nature is useful in managing across 
many settings.
Not all knowledge is context specific and as such could be carried from 
one practice to the other.
Pre managerial learning could inform future managerial work 
Compartmentalisation of knowledge into roles: specialist knowledge 
(e.g. Sales) must be sought from specialist.
Relevance of knowledge learnt to application associated with 
opportunities for use.
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Case number 5 
Participant ID  INT-15: General Manager, Contract Catering
Company.
INT15 is a 26 year old graduate in Hotel and Catering Management from
University of Surrey. He has a total of 4 years experience in catering
management, working for major brands in the contract catering business. Four
months to time of being interviewed, he was in the role of General Manager in
one of United Kingdom’s leading contract catering companies, with overall
responsibility to operate the contract catering concern located on the premises of
a monument site. These premises had just added new visitor attraction to what
his company was offering to the public. The move to this site came with a higher
responsibility. He was given a critical role to ensure a successful pre-opening and
opening of the new tourist facility on the site which brought increase in volume of
trade to the on site public catering facilities he operated, due to the increase in
the number of visitors. As the leader of the catering team on the location, INT15
was under intense pressure to achieve the desired result. One problem was to
manage the human and material resources to cope with the high volume of trade.
INT15 described his company as:
“ a company that’s got a very high performance led culture  a
very demanding company they have all got a desire to make profits and
there is no space for someone who is not doing that within the company at 
any level”.
He started his career formally in the catering business as a management trainee 
with a bar company contracted to operate public bars and pubs, located at a 
premises which attracted a lot of tourist. At this company INT15 was in charge of 
bars and pubs attached to two places of entertainment; as substantive deputy 
general manager and the acting general manager with
"one, two, three, four, five, six, seven bars on every evening operating, that 
was my role. Before then I was working at the restaurant... I used to have two 
bar managers both ways and supervisors both ways ... to run the bar side of 
it for me” but he had the responsibility to “oversee what they are doing with 
the figures every week”.
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He was however charged to
“make all the product decisions to change our product offers almost on a 
week by week basis to suit the team that runs the shows”.
INT15 moved from here to join a contract catering company which operated on
similar locations, where he acquired more experience in operating a contract
catering business.
His experience with the hospitality industry, however, dates back to the 
age of 14-15 when he worked in a hotel kitchen as a porter. He moved 
on to different jobs including a management experience before 
embarking on his degree programme in hospitality where he realised 
the pervasiveness of managerial responsibilities. He describes this 
experience as giving him sufficient knowledge which prepared him for 
his later formal managerial role.
” My placement year prepared me quite a lot for dealing with things and I had 
already had management experience prior to that ... Before I started 
university, I was effectively,... I didn’t have a position yet but I had managed 
shifts and supervised shifts at the hotel I was working at since I was a kid, 
which was my first proper experience in management... operational 
management nothing too serious, but I was managing quite busy, quite big 
hotel for a nineteen year old... so when I actually came to doing it properly 
after graduating, I didn’t feel thrown in the deep... I felt I had the right tools to 
do the job”.
He talked about the different contributions that both education and working in 
the industry at an early age had had on his learning and the accumulation of 
his professional/personal knowledge. His learning experience has been solely 
within hospitality industry with no further education or professional certification 
after graduation, except a formal company training for six weeks and informal 
learning at the work place. He also indicated that the initial management 
training had equipped him for his managerial work.
Though he did not make any explicit reference to his personality, he 
presented himself as a very confident person who had command over what he 
was doing, equipped with the right tools to achieve success, with the ability to 
learn new things as he moved up his ladder.
The researcher perceived him to be apt and positively enthusiastic about his 
chosen career. He had made personal choices and efforts to get him to his 
current position. His general approach to operation was to take a cue from 
past example to inform current action. He had a good appreciation of the 
dynamics of the sector he was working in, having built that knowledge from
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past experience and through networking and interactions with other members 
within the trade.
INT-15 Dimension 1; w hat activities does this subject 
generate?
INT15 generated seven key job activities out of the 3 main incidents that he 
selected to talk about. The first incident he selected involved a spectrum of 
activities leading to the re-opening of the expanded public catering facility, 
which his company had been contracted to manage for a fee. The incident 
related to food and beverage operations including the planning and catering 
for the official opening of the new premises, which included a luncheon. This 
also involved the management of change due to increase in volume of trade 
and dealing with both people and task oriented activities. The change in 
volume also generated issues on staff scheduling to cope with the new 
demands. The other two separate incidents involved a disciplinary action on 
insubordination and on how to market the business for customers, in what he 
described as a seasonal business. This is presented below starting from the 
first one selected.
Typology of activities generated
The first incident though an operational issue of managing catering operations to
achieve financial objectives, generated activities relating to managing and leading
people, thinking strategically, managing operations and managing self. These
involved human resource issues of staffing and team work, interpersonal
communication, sales and marketing issues of pricing and positioning, and an
adaptation to changes in operations. In general, this is what he said he had to
contend with in his job:
"... There are so many different things pulling you in different directions. 
You’ve got food cost ... labour cost, ... client needs, ... company needs, ... 
customers needs and if you pull all those back together and put them in one 
sort of going in the same way so that ... you’re meeting everyone’s 
expectations as a manager”.
This was made even more difficult for him by the kind of communication 
channels that he had to deal with in the run up to the event.
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INT15 described his difficulties in these words:
”... in the planning of functions, the (...) is very bureaucratic kind of
organisation to keep everyone happy is really difficult and trying to keep,
maintain the lines of communication when everyone knew what everyone is
saying ... is quite hard  I have never put so much work into a dinner and
a day time function in my life and took six weeks of work to do something that 
is quite simple I do every week anyway”.
He had to deal with these difficulties in addition to the actual operational 
issues that go with running a catering concern. Here he was faced with 
managing a privately run business and dealing with bureaucracy in a public 
industry that was highly labour intensive, and which he describes as having 
perennial staffing issues.
His responsibilities which included meeting the targeted profit and ensuring 
cost effectiveness and employee job satisfaction were achieved through 
effective job scheduling. He did this under the oversight control of two 
bosses. He said “I have other two bosses; I have the regional director and the 
client”. As such, he had to maintain a line relation with his employers and a 
staff relationship with the clients who contracted the catering business. The 
former he described as having a performance led culture and the latter 
having very high bureaucratic lines of communication.
Incidents derived from his previous job were a disciplinary action dealing 
with staff insubordination, marketing the business and dealing with difficult 
customers. All these activities were aimed at satisfying the stakeholders in 
his operation, in terms of customer satisfaction and employee welfare, to 
ensure a good return on investment for the client and goodwill for his 
employers. These involved operations management, human resource, 
leadership and interpersonal, and sales and marketing activities. In broader 
terms the dichotomy was operational/task related and people/relational 
activities. His main job concerns therefore revolved around achieving set 
company performance objectives.
Below are selected quotes to highlight the set of activities-*.
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INT-15 quotes describing selected incidents
Incidents no. and 
orientation
Activities generated from the interview
1-task operational-increase 
in volume of trade 
/managing change
"Yes, we’ve had just opened a new (name of 
premises) here and we’ve had a big change in our 
volumes of business and 1 had to make a decision on 
how we operate to meet that new demand in 
business 1 have made decision on how we pay 
effective attention towards or on what we offer... how 
we are going to be now to sort of increase our sales 
to make most profits”.
2. people-human resource; 
staffing
"1 had to look at staffing heavily because the volumes 
had gone up so much. 1 had to look at whether or not 
the present staff and structure can cope with that... 1 
mean 1 have had problems with staffing nearly in 
every job that 1 have worked..”.
3-people-human resource: 
disciplinary
...” he had a problem with me from the word go and 
he had a history of disciplinary problems...and 1 
actually got lumbered with him and 1 had huge 
problems with him. ...He was constantly, his 
persistent lateness were and his inability to work, no 
one wanted to work with him and 1 had a couple of 
running with him. 1 suppose it was the first time 
someone challenged my authority as a manager and 1 
don’t, 1 had to, one thing 1 hate doing is raising my 
voice ...”.
4-people-
interpersonal:communication
"The, 1 mean, in the planning of functions (client) is 
very bureaucratic kind of organisation. A lot of people 
all want a say in it, ...trying to keep everyone happy is 
really difficult and trying to keep maintain the lines of 
communication when everyone knew what everyone 
is saying 1 think is quite hard ... 1 have never put so 
much work into a dinner and a day time function in my 
life”.
5-task-operational;marketing "1 market different areas of business”,
6-people : interpersonal 
relations
"1 have had problems... 
dealing with difficult customers...”.
7-task
operational/interpersonal: 
operational analysis
...’’meeting everyone’s expectations as a manager, 
that is what you’ve got to do. I’ve got to get financial 
figures right. I’ve got to keep customers happy, and 
I’ve got to keep clients pleased, understanding and 
every time analysing values of each area of business 
and the line of best fit... ”.
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Looking at above quotes it is obvious that it is difficult to have a clear-cut 
dichotomy of activities.
In summary however, the activities could be roughly listed as:
Managing change 
Staffing decisions
Doing operational analysis and preparation of financial reports 
Handling difficult staff 
Handling bureaucracies
Decision on market strategy and pricing dynamics 
Dealing with difficult customers 
Handling disciplinary issues
INT-15: Dimension 2: What knowiedge lies behind incidents?
Knowledge behind activities: The type of knowledge behind the activities is 
looked at from both the content and the nature perspectives. The former is 
functional and relates to curriculum issues while the latter deals with nature 
in relation to learning and transferability using the concept of the three 
facets of knowledge.
The researcher looked for what knowledge was applied and the dimensions 
of explicit, implicit/tacit and emancipatory knowledge that were applied, and 
how they interacted to form INT15’s personal knowledge. First, the content 
perspective:
Knowledge content
Looking at the transcript, the following were identified as content of
knowledge that he applied to his catering general manager’s job.
Human resource and organisational behaviour 
Accounting and finance-profit and loss, budgeting 
Forecasting demand 
People management
Food and beverage management -Catering and Bar Operations 
Organisational Culture 
Industry dynamics.
Marketing and Pricing dynamics
Research methods-socio-economic studies of business locations 
Communication and Interpersonal skills.
The following quotes indicate how essential his acquired knowledge was in 
the performance of his functions.
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Labour management:
“ I had to look at staffing heavily because the volumes had gone up so 
much, ...whether or not the present staff and structure can cope”.
INT15 expressed how knowledge in accounting was critical to his work:
“...being financially astute and running an operation and looking at what is
actually costing you to do that the financial side of the business :sales,
the cost of sales, labour and how your labour fits into that ...you’ve 
budgeted for 26.5% cost and your actual cost is 26.7%. Can you explain 
that point two percent variance”?
Knowing the culture of the organisation, knowledge in strategic analysis 
and strategic practice needed to implement change, understanding of the 
dynamics of the industry and the specialist knowledge of the sector and 
organisation were essential for his work. According to him:
“...you will always know what you have to do and what the needs of 
business are and finally find the line of best fit for the strategy ...you can’t 
be taught a company’s culture. You have to learn it I guess... public 
catering is quite a specialised area of contract catering and understanding 
as with how things work in museums and galleries and that sort of thing is 
quite specific...”.
Marketing knowledge including marketing research and product knowledge 
were important for decision making:
” ...I market different areas of business ...knowledge of how the market 
works ...being commercial about making sure that we charged the right 
prices for the right products ...making sure that we were making profits...I 
would make all the product decisions to change our product offers”.
Food and beverage knowledge was an essential core of the area he 
operated especially in his kind of work. This included the planning and 
running of his work and he states that he learnt this from his formal 
education and applied it to the work situation.
On the need for interpersonal and communication skills he said:
“I have had dealing with customers; dealing with difficult customers... how 
not to manage people... trying to keep everyone happy is really difficult 
and trying to keep and maintain the lines of communication”.
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From the above it can be inferred that the nature of INT15’s job role called 
for knowledge in all the key knowledge areas in the food sector of 
hospitality management. These could be summarised as thinking, people 
and task or operational management abilities.
An interesting aspect of the application of knowledge was his view that job
role is associated with specialised knowledge. He referred to human
resource as “specialist” knowledge which he was “ignorant” of. This can be
seen as compartmentalisation of knowledge: specialist knowledge must be
sought from specialists.
” I mean anything with HR, I will always ask for advice for it purely because 
I’m not the HR manager and such legal mind field I think you always need 
to ask for advice”.
Nature of the knowledge employed.
INT15 employed all the three dimensions of knowledge to get his work 
done. He referred to the knowledge applied explicitly through education 
and training processes. In the interview he referred to this type of 
knowledge as “taught”, or “teach”. One can discern the principles 
underlining his behaviour from this type of knowledge.
There is also the knowledge he implicitly acquired through job learning. He 
uses “learned” or learning to distinguish it from the explicit knowledge. 
Referring to these two types of knowledge, he says
“I have been taught the principles at university about labour management 
and about cost control and it was usually very ultimately my learning each 
job specific and the same kind of principles can at least be applied, but a 
lot of it is on the job. This is what you do when this happens and it sort of 
all common sense ...”.
The other dimension he used was from his personality or personal 
characteristics.
Explicit dimension
In this type of knowledge INT15 applied models of operations 
management, accounting and human resource which he has “been taught".
This was knowledge acquired through use of language be it words or
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figures. This included knowledge which he picked from his education and
training and from documentation. He states;
“I should think a lot of studying prepares you for dealing with, not on the 
academic side only. You could also put a profit and loss account in front of 
anyone who is studying management to degree level and they will be able 
to tell you what the cost were, what the sales were and what profit it is 
going to turn into. Explaining that in the context of business is a bit harder 
because it is not quite as straight forward”.
Im plicit/tacit dimension
This is the knowledge he acquired through socialisation by sharing of 
experiences. Here, his involvement in action instead of using language is 
the key to acquisition.
This knowledge which comes through interaction, he referred to as 
something “learnt”. He used phrases like “when you learnt” to refer to 
gaining this knowledge through task or activity. It is procedural or 
interpersonal in nature. This comes into play when he acts or experiences 
a phenomenon in a certain context either through observation and 
reflection, imitation or practice to form his own personal knowledge, on how 
to treat and deal with people.
Emancipatory dimension
INT15 did make a few references to his personality or personal 
characteristic as a source of the ability to perform or get a job done. He 
said;
“I want to treat everyone as adults and as people that are capable. And I 
had to raise my voice on several occasions to make my self heard and
that’s not what I wanted to do but both the times, I think it’s whether
or not if they are challenging your authority you have to stand up to it. 
Otherwise if you don’t, that is it”.
Again he says:
“I suppose you know that ultimately you are the boss, that is the thing. And 
on a specific situation what you say goes. So I know I’m in my right to ask 
them to do that. I am in my right to make informed decisions”.
This personal characteristic implies a level of assertiveness in his behaviour.
Dimension 3: Where and how did the subject learn this 
knowledge?
INT15’s knowledge was acquired from formal and informal sources, and 
through different modes of learning.
F o r m a l  l e a r n i n g
He had formally studied Hotel and Catering Management at the degree level
which he constantly credited with the principles behind his actions in his job.
He also studied accounting at the A’ level and credited this as forming the
bases of his understanding of financial statement like profit and loss accounts.
His formal education involved formal classroom instruction with examination
to asses the acquisition of knowledge. He states:
“I learnt it. I mean I suppose, well you are analysing your sales result ably 
which is something I was taught at the University”.
Apart from that he had benefited from a six week’s formal company training at 
the inception of his managerial career in addition to a management training 
programme with the Catering Company. He described the benefit as:
“After those six weeks when you return to the job, you will always know what 
you have to do and what the needs of business are and finally find the line of 
best fit for the strategy that you’ve been going through”.
INT15 also sought knowledge on how the industry was performing through:
“reading about trade press, looking for key trends, ... the way the market is 
changing... looking at the demands, what’s coming in because I can look at 
the business that’s coming in and I can analyse that business and see what 
business is coming in, what type of businesses, if there are specific trends in 
them”.
informal learning
However INT15 attributes his actual ability to perform to his experience in his 
job performances. The general image that INT15 creates about his learning 
and transfer of learning is summarised in the following statement made by 
him.
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” ... at the university you are taught a lot of principles but you are not taught 
how to, how it actually works in practice. ...but there are a lot of things you 
can join together to what you either learnt from what you’ve studied or from 
what you’ve learnt from other managers or you’ve been shown how to do 
things to put everything together”.
INT15’s experience either came through his own experiences including 
experimenting and interpreting earlier outcome by reflecting on his own 
actions, or through the experience of others either within or outside his 
organisation.
He gained knowledge from working in hospitality from his early years to his 
present job. Out of his experiences he formed models or principles, or a 
example, using historical data to forecast future events. He states:
‘You can’t be taught a company’s culture. You have to learn it and you have 
to pick it up in any organisation. You just walk in and understand it”.
“You can be told but I don’t think it really sinks in until you actually have to do 
it”.
Learning from the experiences of others had mainly come through interacting 
with good and bad managers, by watching how they had approached issues 
in the past, and learning also from competitors by developing special 
relationships and even learning from customers through their request that is 
often stored in company databases for reference. INT15 learnt marketing and 
printing dynamics from former bosses through listening and coaching. Said 
he:
“I learnt it from my immediate... my learning each job specific... a lot of it is
on the job  from what you’ve learnt from other managers or you’ve
been shown how to do things to put everything together”.
From interaction with others and from networking by a process of observation 
he acquired a lot of knowledge.
“I suppose its networking, knowing people and being able to talk to people... 
in other companies as well; that information that you know you probably 
shouldn’t share but you know its like hotels, ... have their own groups, 
capacity groups and they all know each other”.
Another source of his informal learning was through past records to inform 
practice, like using historical figures to forecast the future. He states:
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” Everything is looked at the level of information so that I can look on it and 
pull the report off and see what sort of businesses we turned away”.
Quoting his people management/interpersonal skills he said,
“Dealing with difficult staff and disciplinary issues is not something taught but 
something that we learn”.
He goes on:
“I think I remember how for a short period when we weren’t so busy with odd 
jobs and I will... go through the staff files and see when the people started 
and how long they had been in that position... and if there had been some 
disciplinary matters”.
The conclusion is that INT15 had taken advantage of all his interaction with 
people and his job experience and based on the principles he had learnt from 
formal learning he had formed his own personal knowledge for the efficient 
discharge of his management duties.
Transfer of learning to application
Transfer of knowledge for INT15 had followed the spiral construction format 
where he is seen to carry explicit knowledge to inform practice, then convert it 
into implicit/tacit by experimenting or doing. Through the combination of his 
explicit and implicit/tacit knowledge he forms and creates his principles and 
models which he carries along in the performance of his duties. His general 
mode of transfer, therefore, is mainly a combination of scenarios built over 
time either through trial and error or by role model and principles which he 
applies to new situations.
Transfer of people skills came through modelling the behaviour of pivotal 
examples of good managers whom he has observed.
He states:
”1 suppose all the principle I have, from everyone there is and you can learn 
things from, be it professionally or personally, where everyone can give
something to correct something that you can learn  Ultimately you look at
the best manager”. The best businesses are run by chief executives, who 
bring in the best people to do the specific jobs, and I suppose that is what if 
you’re working with other people, then you’re making sure you’re getting the
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best people in to do the job to make your overall job easier. And I suppose 
you are learning all this from these people and I don’t think there is no one 
person that can do everything and I think if you are learning things from other 
people in that time it helps you to develop yourself as a manager and take 
you forward”.
In summary
Through INT15’s very rich personal knowledge on his specialised field which 
he has acquired through both formal and informal learning, he has a clear 
appreciation of the contribution of both explicit and implicit/tacit knowledge to 
performance. The performance is used to understand practice while the latter 
was needed for performance on the job. Transfer of knowledge from learning 
to application has been through adaptations of models and principles over the 
years.
Meta themes:
The key themes emerging from this are as follows
Different types of knowledge are transmitted in different modes. Explicit 
by principles or models and implicit/tacit by imitation.
Knowledge in use includes a mix of both explicit and implicit/tacit types. 
Knowledge that is conceptual in nature is useful in managing across 
many settings.
Not all knowledge is context specific and as such could be carried from 
one practice to the other.
Pre managerial learning could inform future managerial work 
Compartmentalisation of knowledge enables specialist knowledge to be 
sought from specialists.
Case number 6
Participant INT-16: events manager at higher education setting.
INT16 has graduated from Oxford Brookes University in 2002 with a degree 
from hotel and restaurant management programme. She rated this 
programme as having a 60% management component and theoretical 
component of 70% as against 40% for business and 30% for practical. She 
saw her education as providing her with principles learnt for life and she also
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knew that not all knowledge could be sourced from explicit sources. She
expressed liking for accounting which she was able to transfer from her formal
learning with no difficulty and the fact that she wanted to be an accountant
” I really always enjoyed those, I mean I would have loved to become an 
accountant but I really enjoyed that at the university”.
Her command over the subject led to the accountant making this comment
“...then you don’t need any training here, and she said ‘how did you learn that’? and 
I said at the university and she was like okay”.
She could also differentiate between what she calls “...sort of academic 
learning and on the job learning” , showing how she had built her knowledge 
base from both job experience and education process.
In addition to this, INT16 has taken some courses to improve her job 
knowledge such as in wine tasting so as to be able to make informed 
recommendation to her clients. She had however not undertaken any further 
formal post graduate courses after her first degree. She depended on 
knowledge acquired through both formal and informal instances, through 
interaction with subordinates, peers and superiors to build up the personal 
knowledge that she applied to her job.
INT16 started her working life in the hospitality industry prior to undertaking a
degree programme, referring to her part time work during the degree
programme and even remembering serving tea at age ten. She had begun in
the food and beverage side working in pubs and hotels as bar attendant and
waitress until her placement year when she experienced work in the rooms
division, working as front office supervisor in hotels and continued after her
graduation in front office supervision, with responsibility for Events
Management for a year before moving to her current position of Events
Coordinator in this higher education institution, where she had been for two
years. She could differentiate between the nature, of commercial and welfare
hospitality environments, and understood how the sectors differed. She also
appreciated the unpredictable nature of the industry. She states:
“...in this industry you always have to get a contingency plan ... you learn in 
the university, that it doesn’t always go smoothly as you want i t ...”
Having moved from the commercial profit oriented environment, she found her 
current welfare job with a bureaucratic setting a stressful environment, stating
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that the internal clients she had to deal with did not appreciate the importance 
of efficient communication to the efficient running of her operations leading to 
an incident which she describes as “So it was just pure unnecessary stress".
She found herself having ...
”a few problems because dealing with internal clients is not always as easy as 
external clients, because they usually think everything should be on the plate for 
them”,
resulting in difficulty to get information and work with deadlines. She however 
thought of it as a professional environment which she described as ...
’’everyone is very professional, so you might not personally get on very well 
with somebody but in work situations its business”.
Her responsibilities included coordinating events for the university under the 
direction of her manager with most events having a food and beverage 
component.
INT16, in describing the requirements for this responsibility said ...
” someone who has had a lot of experience in the hospitality industry or at 
least done a degree so you will understand how to plan a menu... some
wine... how to build an event from scratch................. customer service,
................customer relations and you can people manage, you can
delegate”.
Through this statement it could be inferred that both formal and informal 
learning serve as good contributors to this extensive repertoire of job 
knowledge.
She attributed the source of this bundle of knowledge from her hospitality 
learning experiences as
“I learnt to do it purely at the site from working in departments like at the hotel 
Before Uni, during Uni, ... summer jobs in house keeping, ...in bars and 
restaurants and things like that, ... I have been making tea since I was about 
ten. ... And I learnt that from the university, from previous jobs, from my own 
taste. I have done wine courses”.
This is in addition to taking advantage to learn from whoever, be it subordinate 
or manager.
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In general, she was relaxed and talked freely throughout the interview and 
generally presented herself as confident and knowledgeable in her specific job 
role. As to whether she found herself thrown in the deep at the start of any of 
her job roles or the handling of situations that confronted her, she always 
indicated that she did not, saying she had encountered such situations before 
in her earlier non managerial experiences or during her formal learning 
processes. It did not matter to her from where she sought knowledge. As long 
as she knew where to get it from, she would go for it. INT16 implied from her 
answers that those theoretical models had their place, though tacit knowledge 
acquired from implicit learning may result in their modification. She however 
operated by transferring knowledge models from one situation to another akin 
to what experiential learning theorist like David Kolb’s learning model 
proposes using both abstract concepts with tacit understanding and applying it 
to job situation to form what Eraut (2000) describes as personal knowledge. 
She said that her personality was a factor in her relations or reactions to 
situations. She saw people management as a key factor due to the nature of 
her job role.
Dimension 1 : Typology of activities generated
INT16 generated six incidents of job activities. These activities revolved 
around her key job role described by her as “I book the event and I go off and 
see clients and I discuss menu and I discuss wines with them. When I come back 
I type them out and I send them all to the operations team”. The selected 
incidents generated from her role emphasised both people and task 
oriented activities. INT16’s domain of operation was broad in scope as 
types of events were heterogeneous. Though confined specifically to 
activities surrounding events, technically she dealt with members of the 
whole institution, both students and staff with varying requirements. 
Incidents involved both food and beverage provision and organisation of 
other social events, which sometimes meant requiring other regular users 
of certain venues to relocate. She also dealt with a function booking which 
demanded facilities that were beyond their hotels capacity but still needed it 
because of its profitability. Her duties could be grouped as operational/task
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related and people/relational activities. Her main job concerns revolved 
around coordination of the activities of all the people involved in each 
event, making sure that their specific requirements were met. This called 
for clear understanding of organisational politics to manage the interactions 
with both her team and the people wanting the service that she described 
as internal customers.
In both organisations that she had worked with, the incidents she cited had 
relational dimension, be they problem solving or decision making concern. Her 
operational activities revolved around organising dinners for different group 
sizes and different levels of importance for academic departments and fund 
raising events for student body. The hotel event that called for the expansion 
of capacity use of other venues to satisfy client requirements and the student 
concert were very big activities that were novel to her in terms of their size. 
There were human relation and interpersonal/communication issues arising 
from communication with both ‘internal and external clients', involving inter 
departmental cooperation and communications, dealing with emergencies 
arising out of disregard for communication requirements and guidelines. 
From her front office work prior to her university degree, before entering the 
permanent hospitality career, she reported incident involving guest 
relations, while handling hotel guest complaints. From a broader functional 
perspective, these job activities could be grouped as food and beverage 
operations, event management, and interpersonal activities. There were 
finance and accounting issues raised during the costing of events in hotels 
concerning expected profits. These however dealt with operational task 
rather than with the financial state of the company she worked for. The very 
nature of her job involved dealing with costing both in the welfare and 
commercial hotel settings. Below are the excerpts from the narrative to 
show nature of activities.
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Quotes describing selected incidents
Incidents no. and 
orientation
Activities generated from the interview
1a. task-operational :
Function catering-
logistics planning 
1b relational-
communication
... "we do get a lot of problems whereby they say for example, 
twenty people turning up and on the night thirty turn up. So we 
get a lot of problems with chefs, with numbers, with vegetarians, 
things like that. Few weeks ago we had big dinner for about fifty 
people all the things were fine, ... the night before, I got a phone 
call, the numbers had increased by twenty”.
... "dealing with internal clients is not always as easy as external 
clients ... we do get a lot of problems trying to get the information 
extracted from clients within the ...” .
2a. task-operational: 
organising fund raising 
entertainment event 
2b-interpersonal- 
communication
"we had a really big Tsunamis appeal concert last term and it 
was the first really big concert. I have done big dinners but it 
is actually the biggest concert I have done and it was sort of 
faced with the case of how are we going to do it ... and 
working with student is not very easy because they don’t 
understand where we are coming from in the sense of events 
sort of side, and so decision wise it was a case of ‘can we do 
it’?, ‘How are we going to do it’?, ... to place the events, ... 
get the right kind of lighting equipment, catering... It is not just 
the event you have to consider you have to consider set up... 
It was the case of telling ...people that they couldn’t have 
their event or ...would have to be postponed”.
3- people-
interpersonal 
communication: oral
and verbal
communication/lack of 
delegation_________
... "my previous job I did not get on well with my manager, ... She 
would never delegate, she is going to be absolutely stressed to the 
heel and all over scream and shout on ...that was more of a 
personality clash than anything else”.
4 people/operational- 
guest relations:
handling guest
complaints_________
"I don’t really remember anything in particular. A problem for 
instance, that I dealt with mainly were customer service related. 
Someone was not happy with dinner or their bedrooms, half of them 
just let it out, you know’
5-problem/decision 
operational-dealing 
with how to increase 
capacity to
accommodate client 
requirements
"My previous job when I was doing a lot on big external companies 
..., a competitor of ours failed ...pulled out of the event, so we got a 
phone call... saying come and do it. ...Luckily we could do it but as 
the event went on at that time, the event changed in a way that it 
was the case of this is going to be hard for us to do and do well and 
it was a very big company and so there was a lot of revenue for the 
company. So my revenue manager wanted this event because it 
was something that we could do in the future and I was dealing with 
room allocation, bedrooms, bedrooms of other hotels and fitting 
everyone in, ...how are we going to do that for that many people 
and it just seemed that the events started off very simple, straight 
forward no problems and then by the following week it had started 
getting to the point where we were like how are we going to manage 
to do this”?
In summary the incidents yielded the following activities:
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• Logistics planning for function catering-dealing with last minute 
changes in number of covers for catering orders.
• Organising fund raising events/ dealing with student organisers
• Dealing with expansion of capacity to accommodate high profile and
profitable event
• Dealing with internal clients/ inter departmental cooperation
• Dealing with communication/interpersonal problem
• Dealing with guest complaints at hotel front office.
The first three can be classified as operational/functional and the other three 
as interpersonal activities with a technical dimension. In reality however they 
could not be readily separated as one activity was intertwined with the other.
Dimension 2- Knowledge behind activities
What follows is an attempt to identify and bring to the fore, the knowledge 
content and the typology based three facets of knowledge (from Yang’s 
perspective-see chapter 2) that characterise her activities. What the 
researcher is looking for here is, knowing that depict explicit, implicit and 
emancipatory knowledge and how they interact to form personal 
knowledge. Before analysing the nature of the knowledge, it is important to 
identify the content of knowledge applied in her job.
a)Knowiedge content
Looking at the transcript for INT16, the following were identified as the 
content of knowledge that she applied to her job activities some implicitly 
identified as she made reference to their usefulness.
Events management
Food and beverage operations and management
Organisational politics
Front office operations
Communication and negotiating skills
Interpersonal skills
Problem solving
Industry knowledge
Professionalism
Industry dynamics /characteristics
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These items of knowledge were not always explicitly mentioned as being 
directly used in the particular incident. Some came out of scrutinising the 
narrative for knowledge items. The following quotes attempts to identify the 
knowledge in use.
E v e n t s  m a n a g e m e n t  knowledge was the key area of knowledge that she
needed as exemplified by the following excerpts:
“informing my decision it was my knowledge of the past events we’ve done in 
there, my knowledge of running events or concerts before, ...from doing other 
events from other dinners, ... how you work that out, what our revenue was 
going to be from this event”.
Her m e t a - c o g n i t i o n  of what she did not know was displayed in her desire for 
knowledge on l o g i s t i c s  a n d  e q u i p m e n t  p l a n n i n g :
"I didn’t have enough information on the more sort of equipment side ...I need 
to know this for future events ...It was just pure sort of ...logistics... were the 
concepts I’m not using all the time so it was something that had never come 
up before. So it was something that I had never been taught, been told, 
informed or learnt ...then I, learn then we know for the future’.
I n d u s t r y  k n o w l e d g e  was important for reasons such as:
“I think in this industry you always have to get a contingency plan and I think 
that you learn in the university, that it doesn’t always go smoothly as you want 
it to be”.
She had p e o p l e  m a n a g e m e n t  issues which called for that aspect of 
knowledge from the personality variables mentioned, to be able to handle the 
situation:
“It is more of people management as a sort of, you know, remaining calm you 
know that’s sort of personality thing, because you know some people might 
go ballistic and other people just say okay, ‘You can’t solve this, don’t worry 
don’t panic’...You can learn the theory about problem solving, people 
management but I think you actually get into a situation when you are 
confronted with the fire alarm going off during a concert”.
Organisational politics:
‘working here and from learning politic of the college and where my role fits 
into that” .
Her need f o r  i n n u m e r a c y  a n d  a c c o u n t i n g  k n o w l e d g e  is seen here:
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“It was pure maths. In some case you know we’ve got to hire a marquee, 
how much are they going to take for that in revenue, how could we sort of 
put that revenue back in and it was a lot of excel not access, excel 
spreadsheets you know and making sure that everyone was going to be 
happy... was what we learnt for modules, accounting modules, learning to 
understand what profit and loss account was and therefore being able to 
read it and go/ This event is not going to make us any money drop it... 
accountant probably used to give me a P&L s,”.
She factored in the need for cost benefit analysis knowledge with this 
comment:
“It was a case of deciding whether or not we lost the business and 
potential business for the following years or the hotel took a buffer at some 
of the cost”.
T h e  f r o n t  o f f i c e  o p e r a t i o n s  k n o w l e d g e  which she used is implied in this quote:
From customer service modules, business side of reception ... the customer 
interaction... “.
This quote is also indicative of the need to have knowledge in both 
technical and relational aspect.
INT16 needed comprehensive knowledge and understanding of f o o d  a n d  
b e v e r a g e  k n o w l e d g e  to function well in her current job role. This was 
because most of the decisions she made included issues on both menu 
offerings and beverage selection and service. This excerpt shows the need 
for food beverage knowledge:
“I can do a chef’s job ... in terms of planning a menu ... I book the event 
and I go off and see clients and I discuss menu and I discuss wines with 
them, When I come back I type them out and I send them all to the 
operations team. ...You are going to discuss with somebody who knows 
nothing about food and wine... how to make their event well, how to make 
their event good “.
Her need for i n t e r p e r s o n a l  k n o w l e d g e  and need for p r o b l e m  s o l v i n g  know how 
is shown from the quote below:
“it was just like we are having a problem either talking to the chef, my boss, 
my boss’ boss and say how are we going to solve this and then telling, as sort 
of talking about it and discussing it, that’s sort of a best way of doing... in my 
previous job we actually used to do like problem solving, team building days 
which were really useful especially for our positions”.
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INT16 displayed the need for c o m m u n i c a t i o n  a n d  n e g o t i a t i o n  skills which she 
needed to handle one of her incidents:
“it was just the case of going and having meeting with them saying what can 
we do rate wise, room wise ...it was just pure physical on the phone talking to 
people, going to see people and then contracts going out... it was just 
basically negotiating with a client... “.
She factored in the importance of p r o f e s s i o n a l i s m  by saying that:” I think 
everyone is very professional”.
From the above excerpts from the narrative, it can be inferred that she needed 
personal knowledge which covered a wide spectrum of both technical 
hospitality craft and managerial knowledge; both in content and processual in 
nature. Those that are not context specific have been carried as principles or 
models to new situations.
The remainder of this section examines the nature of her knowledge assets” ,
b) Nature of the knowledge employed.
Here we look at knowledge in terms of ease of transfer. The participant 
displayed her use of a combination of all three facets of knowledge to form 
a holistic personal knowledge applied to her job responsibilities. She had a 
clear perception of how each of the three facets imparted on her 
performance with a view on the contribution of each. She displayed the use 
of declarative knowledge, which was explicit, procedural knowledge that 
had both tacit and explicit dimensions, using phrases like “its pure common 
sense to depict tacit understanding” . The emancipatory facet was implied 
when she referred to issues that dwelt on the influence of personality on 
behaviour/performance. She recognises the personality dimension or 
personal characteristic as a source of her ability to do something. She 
talked about knowledge that was explicit in nature often acquired from 
formal learning environments. That which was tacit in nature was often 
referenced to job learning. She showed an appreciation of the contribution 
of each to the other for their effective application to practice. For knowledge 
on wine tasting, she expressed the need to acquire its explicit and tacit 
dimension in this statement:
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“ academic teaching on where these wines were from and what should 
expected in the taste and what goes well with what and what doesn’t go 
well and it was tailored to our ...So after going on with the academic, the 
trainer is like says ‘here’s a little bit of wine try them and what do you think’
She also uses phrases like you: “understand” which could be explicit 
knowledge that could easily be articulated.
We now look at what was explicit, what was tacit and what was emancipatory. 
Explicit knowledge dimension
This dimension is acquired from formal learning environment. It is also
captured in procedures, documents and textbooks and databases, examples
being the job descriptions, which she consulted.
An example of this explicit dimension was when she said:
“Academically you sort of learn about the theory behind revenue 
management, the theory behind managing people, and the theory behind well 
negotiation”.
Im plicit/tacit dimension
The tacit/implicit dimension was referenced to job learning through informal
processes. Some were also acquired through personal contact and various
forms of interactions with the internal and the external environments. It also
includes accumulation of experiences from one job to the other including
those before her formal management education.
An example of this dimension is in the following quote:
“From experience from working here and from learning politic of the college 
and where my role fits into that... Basically from doing other events... where 
similar problems or the same problem has occurred and so just like on the job 
learning really, I mean that’s just clear, I mean that you can’t actually learn 
that in the classroom I mean it’s just what you learn as you go along with a 
position”.
The emancipatory dimension comes to play as personality variable 
This is also factored in as:
“and that I then too in the terms of negotiating with the clients, it was just you 
know, I think personality as well as you know, you just have to take the right
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things down the phone and then in the same way, like this is what we are 
going to do, you know we just found a solution to the problem, I mean I don’t 
necessarily think that part too was learnt...”.
Interaction of the three dimensions
The quotation “from experience from working here....along with a position 
(cited above), showing how she acquired her accounting knowledge 
illustrates how the three interact to form a holistic set.
The accounting knowledge was a kind of explicit knowledge which had been 
converted to tacit knowledge that remained indwelled in her personal 
experiences using her personality to deal with the relational aspects.
Dimension 3: Where and how did the subjects iearn this 
knowiedge?
INT16 had acquired her professional knowledge from both formal and informal 
learning sources and through different modes of learning.
Formai learning process
The main opportunity to engage in formal learning was at the university. 
Apart from this formal hospitality education, which she claims to have given 
her theory and some experiential learning such as in customer satisfaction, 
no further academic study was referenced. All other knowledge gained 
formally was through formal training.
This has been formal class room instruction with experiential component such 
as role play and practicals to assess the acquisition of knowledge. This 
included group work, practical food and beverage skills and wine tasting 
course which she applied to her job. The excerpt below show the amalgam of 
how the formal knowledge she employed was learnt
“we did reception module in the university and I really enjoyed it. it was 
something I had never done before ...I really enjoyed that like the customer 
satisfaction part of it ...From customer service modules, and then we did role 
play and then you know just academic sort of theory. ... I learnt from the 
university, that was what we learnt for accounting for modules, learning to 
understand what profit and loss account was and therefore being able to read 
i t .... I learnt from the university on how to read sort of a revenue sheet, how
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to work out what our revenue was going to be from this event ... that was 
definitely learnt from the university”.
She had learnt the “theories” which served as “backbone” she carried from 
formal learning and applied them as principles and as models/ scenarios. 
Informal learning process
INT 16’s informal learning activities included learning from experience either 
through her own experience by experimenting and interpreting earlier 
outcome by reflecting on own activities through listening to or observing other 
peoples experience. The following quotations are self explanatory
” I think so much of it is trial and error and if it doesn’t, try next time so it
wasn’t through books. It was just purely through drawing from other people’s 
experiences as well as my own in a practical situation”. INT16’s clear view 
that experience teaches is seen here: “you can learn the theory about 
problem solving, people management but I think you actually get into a 
situation when you are confronted with the fire alarm going off during a 
concert... that’s when you learn okay this is what you have to do in this 
situation”.
Her informal learning process is summarised in this quote regarding problem
solving know-how:
“It wasn’t like academic learning. It was sort of looking, seeing, listening and 
absorbing kind of learning. The sort of learning where ... is not something that 
an academic book could really explain to you but you just sort of have to 
listen and absorb it and be open minded the only way to learn problem 
solving in that situation is just to be open minded and then to accept other 
people help”
Her learning had begun prior to taking up managerial role with some aspects 
rooted in her early years, school and leisure activities and pre-managerial 
occupational involvement as in serving tea at home and guests in food and 
beverage service and front office operations.
For INT16, learning has been for acquisitions of both operational know-what 
and know-how and about relationship with people, and how to survive in a 
bureaucratic political work environment, knowing whom to please and whom 
not. She displayed both emergent learning behaviour whereby she learnt in
retrospect from new role or assignment or encounter with situations, as well
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as planned learning where she embarked on learning to achieve specific goal 
such as learning about wines. Her learning has been based on understanding 
of theory and experiences for her management work events side of hospitality. 
In general the process has been learning either explicit or tacit knowledge and 
learning more of same to increase that type or learning the tacit dimension or 
explicit dimension to add to the other to have a holistic knowledge of her 
domain of operation. It has been a mixture of knowledge creation from formal 
and experiential /informal learning following the processes as described in the 
literature sections.
Talking about how she gained holistic knowledge in front office operation, she 
emphasised both formal and informal approaches while establishing the fact 
that experiential learning could be effective in a formal learning environment. 
The excerpt below indicates this view:
“From customer service modules, and then we did role play and then, you 
know, just academic sort of theory behind, you know, then some more 
business side of reception ..."content-wise could apply from education but in 
terms of specific context, had to learn from experienced supervisors by 
shadowing them... “
This shows her understanding that fundamentals from formal learning and the 
contextualised knowledge from informal learning processes came together to 
achieve proficiency. She was never hesitant to use any of these means to 
acquire knowledge or relearn what she has forgotten, very much aware of 
appropriate location for acquisition of both, not forgetting the contribution of 
her personality to the relational aspect of the job.
Her informal learning process is summarised in this quote regarding problem 
solving know-how:
“It wasn’t like academic learning. It was sort of looking, seeing, listening and 
absorbing kind of learning. The sort of learning where ... is not something that 
an academic book could really explain to you but you just sort of have to 
listen and absorb it and be open minded the only way to learn problem 
solving in that situation is just to be open minded and then to accept other 
people help”
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Dimension-4; Transfer of iearning to appiication
She had turned her experience into “common sense” which she carried along 
and applied to situations. She stated: “it was using other people’s experience, my 
own experience, my own learned experience from school, from university, from 
academic work, as well as sort of you know just pure common sense”.
This shows that she has transferred knowledge from all these learning 
sources. She had transferred her tacit knowledge in a form of model built over 
time from accumulated scenarios. This enabled her not to feel thrown in the 
deep end when she encountered new situations which had similarities to what 
she had had before. For example when it came to student events she had this 
to say
” I did quite a few events at the university and it sort of gave me a bit of a 
back bone but I think the way they trained you there is like they didn’t make 
you ready for the big one”.
In general her theoretical knowledge was transferred as models while her 
experience had turned to common sense.
Transfer of knowledge for this subject had followed the spiral construction 
format where she is seen to transform her explicit knowledge to implicit/tacit, 
and then form principles through experience. She tended to transform tacit 
knowledge back into explicit knowledge as models or principles in her head 
which she carried around, adding tacit knowledge and rebuilding her model as 
she went along.
The knowledge or know how to deal with customers at front desk was by 
pivotal example from reception staff she had dealt with, when using the 
facility as a customer. The transfer was done through modelling the 
behaviour of receptionists whose approach she saw as pivotal example in 
customer care by way of interpersonal skills.
In summary
In summary the subject displayed a’ rich personal knowledge on events 
management and hospitality operations. This has been basically acquired 
through both formal and informal means with earlier life experiences and job 
experiences playing a moderating effect to shape the models of knowledge
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which she carried for performance in her job role. . She has a clear 
appreciation of the contribution of both explicit and tacit knowledge to 
performance. Transfer of knowledge from learning to application has been 
through adaptation of models and principles, observing and copying pivotal 
examples in interpersonal knowledge.
Emerging themes:
The key themes emerging from this are as follows:
• Different types of knowledge are transmitted in different modes. Explicit 
by principles or models and implicit/tacit by imitation
• Knowledge in use includes both job specific and task specific know- 
what and know-how and know why.
• Theory is good foundation for good practice- needed to interpret 
practice
• Not all knowledge is contextualized.
• Earlier life learning influences aspect of managerial job learning.
• Perception and attitude towards content of knowledge influences 
proficiency in it future use.
• Knowledge become forgotten when not in use
• Doing a degree makes you more confident and think on your feet.
• Experiential learning from educational process can be useful
• Knowledge that is conceptual in nature is useful in managing across 
many settings.
• Pre managerial learning could inform future managerial work.
• Different types of knowledge vary in their transferability: explicit 
knowledge can be articulated and easily communicated between 
individuals and organizations; tacit knowledge (skills, know-how, 
contextual knowledge is manifested only in its application.
• Efficient utilization of knowledge is achieved where the knowledge 
domain matches exactly the knowledge requirements-different types of 
knowledge are applicable to different situations
• Tacit and explicit knowledge are complimentary for proficient 
performance.
• Education gives you a background level of knowledge and experience 
provides the basic material for constructing professional knowledge
• Knowledge gained from formal education seen as being transmitted to 
job application as general principles and not specifics.
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5.5 summary profiles for the other eleven interviewees.
Having given an in-depth presentation of interview findings from the 
perspective of six data rich cases, the next section will present brief profiles of 
the other interviewees who took part in the study. Details of the information 
taken from their narratives in relation to the research questions are 
incorporated in the analysis and interpretation presented in chapter six where 
the emergent themes from the study are presented and interpreted.
Table 4.3 summarv profile for remaining participants in the  
study
C ase
id e n tity
P ro file
INT4 Background: 25 year old male social market researcher with 3 years post 
qualification experience working in second job after graduation. Moved out of 
hospitality because realised was not for him and even tried to transfer to 
business but too late to change. Though he had graduated with a hospitality 
degree, was not interested in pursuing as a career.
Career: - from graduate trainee researcher - a researcher in small company 
-junior researcher in big social research company.
Knowledge and learning: Main knowledge being applied from education was 
research methods and presentations.
Qualitative research skills and report writing informed from education but 
actual skills learnt on the job through on the job training, coaching and 
asking from others. Trial and error with feedback also formed part of the 
learning process. Having a degree was useful but educational knowledge 
such as nutrition only applied as principles informing what is being learnt 
from the workplace.
INT5 Background: 29 year old female market research consultant with 7 years 
post qualification experience in market research in four different jobs after 
graduation
Career- market researcher in catering company -market researcher in big 
company.
Knowledge and learning: work involves use of research methods, 
negotiation, presentation and accounting. Though acquired this knowledge 
from educational knowledge, was not confident to apply as she did not find 
knowledge adequate. Main learning of presentation and accounting skills 
perceived to have been acquired through doing from the workplace. 
Learning was by listening and watching boss and through doing. Also 
learning formally from training courses to upgrade self. Felt needed more 
accounting than acquired from university education. Also felt needed 
knowledge statistics. As maths learnt in school was not adequate for job 
requirements. Client specific knowledge learnt on the job in using both 
explicit and implicit learning.____________________________________
I N T 6 Background: 28 year old female human resource manager in a hospitality 
academic institution with more than 6 years post qualification working 
experience in human resource management. Completed masters level
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degree in human resource management leading to certification in personnel 
management with membership of professional association. Realised human 
resource component of degree was not adequate without job experience to 
be employed in the area.
Career -  human resource officer in The National Health Service -human 
resource manager in higher education.
Knowledge and learning: Thinks key source of ability was from her 
personality which she finds central to her dealings in human resource. Feels 
more comfortable with procedures, rules and regulations. Knowledge being 
applied from professional educational education and interpersonal skills 
learnt informally from father. Uses trail and error to execute novel 
assignments
INT7 Background: 28 year old female events manager with 6 years post
qualification working experience in hospitality industry.
Career background- working in restaurants as restaurant supervisor - 
Conference organiser /corporate events manager-Alumni event officer 
Knowledge and learning: Earlier career has been informed by what have 
been learnt from education and part time jobs. Negotiation skills from a 
combination of job experience, attending courses and reading books and 
mediated by personality. Job learning has been a combination of learning 
‘on the feet’ ,from others of good and bad examples from bosses she had 
worked with, she applied old knowledge to new situations and accumulated
more know-how as she progressed from one job to the other.____________
INT8 background: 29 year old male hotel sales manager with both a diploma in
hospitality management before embarking on degree programme 
Career -  management trainee (18 months),-duty manager -  hotel sales 
manager for the same company, (it was a lateral move as a duty manager 
when I came over but moved far away from duty management ,went into 
group operations for the hotel to reactive group sale ...to changed role 
proactive sales role.
Knowledge and learning: using knowledge gained from his education 
process as backbone, he valued his 18month hands on management 
training where he learnt know-how from one hotel department to the other. 
His main approach was using scenarios of the past whether from his own 
experience or other people’s experience to inform his actions. He was of 
view that university did not provide hands-on operational knowledge so will 
not have been able to perform directly from university if he had not 
undergone the management training. Main learning from education was how 
to meet deadlines for job assignment.
INT9 Background: 29 year old male travel agency sales manager with 6 years 
post qualification experience working in third job after graduation. Moved out 
of hotel side of hospitality because of ill health.
Career- hotel duty manager— recruitment consultant — a travel agency 
manager in big company — sales —manager in small travel agency. 
Knowledge and learning: ethos of the company is important to his 
application of knowledge and his cultural background informs his 
interpersonal skills. Job specific knowledge learning by doing and building 
experience from positive and negative results. Uses scenarios from the past 
to inform the present. Applies risk management from educational knowledge
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but a lot of knowledge he describes as ‘practical common sense' and ‘best 
case scenario’. Though sees correlation between what was studied and 
what he was doing, he still thinks it ‘gut feeling’ and theory plus ‘just dealing 
with it’. Doing builds confidence. To him placement was the most important 
aspect of the university education because it gave him practical knowledge 
and practical skills. Overall he thinks experience is more important than 
theory, though at higher up theory becomes important.
INT10 Background: 29 year old male hospitality management consultant with 5 
years post qualification experience.
Career-from trainee to junior consultant to consultant to senior consultant to 
managing consultant for hospitality management consultancy.
Knowledge and learning: main knowledge has been in area of accounting, 
recruitment and selection, excel and writing skills, sees knowledge from 
education as forming the background understanding of accounts and writing 
which describes as basic skills ‘very sort of mundane in nature. Accounting 
from education not enough for nature of work. Job learning through training; 
coaching; observation has built experience .to him degree was 20% useful to 
current job though seen as to life changing experience especially most 
valuable experience gained during placement and food and beverage 
practicum. main learning has been observing superiors and then doing and 
receiving feedback from superiors. Thinks operational skills must be the 
responsibility of industry and the students doing part time work and must not
be assigned curriculum time slot.________________________________
INT11 Background: 26 year old male business development manager of a airline 
catering company with 6 years post qualification experience.
Career: business development manager for small company to large 
company after being bought by larger company, managing on going sales, 
clients and new business.
Knowledge and learning: job activities calls for knowledge in business law in 
area of contracts and negotiations; presentation skills and human resource 
and interpersonal skills. Main learning has been learning on the job through 
mentoring and trial and error. Presentation skills and knowledge in marketing 
from education applied in real life situation builds on confidence which is 
carried to the work place. Aspect of law learnt from education not enough. 
Job specific legal knowledge learning on job through formal designed 
training courses custom made and run by company legal department. 
Believes management skills cannot be taught but learnt ‘by picking up’. The 
work experience has helped him to determine what he knows and what he 
needs to know. Knowledge gained from education complemented with that 
gained from doing and observation.
INT12 Background: 27 year old male marketing manager of a listed company with 6 
years post qualification experience.
Career: corporate events sales manager selling hospitality events-junior 
manager to assistant manager to department head in pharmaceutical listed 
marketing company. Current responsibility to do with marketing 
communication.
Knowledge and learning: knowledge on marketing, accounting and 
marketing important to job. Theoretical underpinning learnt from formal 
academic and professional course including degree but actual know-how 
such as how to use historical figures to do pricing learnt though observation 
and mentoring process from boss. Degree though component not
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necessarily required fro job but serve as basic requirement to enter position, 
main knowledge from education to work is meeting deadlines learnt from 
university group work and assignments. Accounting from degree applied to 
first job in hospitality. Sees degree as any ordinary business degree with 
some specialist content. Also seeks knowledge from trade magazines.
I N T 1 3 background: 24 year old Female assistant hotel manager of a hotel with 3 
years post qualification experience
Career -  Pre University experience working in hotel functional areas - then 
working as housekeeping supervisor -  assistant hotel manager dealing with 
function catering
Knowledge and learning: knowledge needed in all operational areas of hotel. 
Main learning of know how from pre managerial jobs in hotels and through 
formal duty manager training on the job which included shadowing of senior 
colleagues. Technical side of knowledge learnt from education through 
practicum. Current position did not call for what was learnt from university. It 
was needed higher up. However, they became useful to understand 
discourse at management meetings but had no direct application to 
operational job responsibilities. Job learning was by observation; listening 
and by doing. Context specific learning included learning to learn on her own 
from someone who was not ready to teach._________________________
INT17 Background: 25 year old Female events manager of a school with 3 years 
post qualification experience.
Career: events coordinator. Still in first destination job after graduation. 
Knowledge and learning: event management from education and basic 
English and mathematics. These formed backbone of knowledge in carrying 
out tasks but actual requirement was learning through doing, asking and 
going on courses for health and safety, alcohol licensing and gambling 
licensing. The difference in scale of events carried out between education 
and workplace caused a mismatch and the need for relearning. To her, the 
university events reinforced what she had learnt from mother and also from 
her a’ levels. Learnt also from past achievements and mistakes. The job 
place brought more of confidence than new learning per se. personality was 
a major contribution to her interpersonal activities
5 .6  Sum m ary
This chapter has presented the findings from the research, looking at the 
knowledge applied by these managers in terms of content and nature and the 
learning processes. Selected individual transcripts have been used as unit of 
analysis. This has resulted in the presentation of managers learning stories as 
told by them. A brief summary of profile of the other participants have been 
included to give a more complete picture. Excerpts from their transcripts have 
been included in the analyses. The chapter also captures the emerging 
themes that have been identified in relation to the research objectives. From
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the case studies presented, meaningful categories have emerged from the 
investigation of management knowledge and learning will be addressed in the 
next chapter.
The four broad categories identified from the protocol were used as an 
organizing framework to sort the data (Miles and Huberman, 1994) with 
subcategories inductively derived within each theme.
Data analysis was carried out bearing in mind the objectives of the study and 
the search for answers to the questions raised. The qualitative analysis was 
performed on group representative task and job knowledge content, into 
homogeneous dimensions based on judged similarity. The resulting 
classifications constitute a description of task composition and job knowledge 
requirements, as found from the study. How these are learnt is also derived 
from the thematic and content analysis of the responses of the participants, by 
the researcher.
The empirical data explicated from the analysis of the interview transcripts, 
resulted in the emergence of meaningful categories from the study into 
management knowledge and learning. The data were analysed in two ways. 
From deductively applied and inductively derived categories used in the 
individual case studies, based on the four research sub questions. The use of 
inductive and deductive approach was to re-explore the same data using 
different approaches to see if different sets of meanings emerge and if so to 
consider what they are. The deductive categories applied here were prior 
formulated, consisting of methodologically controlled assignment of the 
categories. (Marying, 2003). It is basically looking at what the data is saying.
These are:
• activities or incidents the subjects generated in the interview
• the knowledge that lied behind those incidents
• where and how the subjects acquired knowledge in use
• how knowledge was transmitted in its present usage
This will be followed by the inductive categorisation in the themes, emerging 
from a holistic view of the analysis. These inductive categories are aspects of
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the interpretation, which are developed as near as possible to the material 
and formulated in terms of the material. (Mayring, 2003).
The deductive categories and the inductive categories or themes that will later 
be discussed under two Meta themes.
5.7 Deductive categories of themes
The first category of results points to a range of activities that required 
application of management knowledge. These were based on finding 
answers to the research questions stated above (6.1).
5.7.1 Dimension 1
W h a t  a c t i v i t i e s  d o  t h e  s u b j e c t s  g e n e r a t e ?
The objective of the research was to look at knowledge and how they were 
learnt and applied. To answer the research question 1, on the knowledge 
being used by managers, the methodology required the use of context and 
performance example was used. The context given was job activities from a 
problem solving and decision-making perspective. The subjects were asked 
first to identify decision making and problem solving incidents that they had 
dealt with in their individual job role.
The frequency of mention of an item is taken as a degree of importance to the 
manager’s job role.
Within the sample, there was a variety of different experiences by the way 
incidents were selected and described by respondents, with each telling 
different stories. However, what was mostly reported on was to do mainly with 
human resource issues, and issues relating to people. In judging the 
importance of the incidents recounted, the researcher made the assumption 
that those incidents were critical to the managers' job role. This is because the 
study design was based on retrospection and the retrieval of information from 
memory as a critical factor. Cumulatively subjects generated an exclusive 
variety of incidents with a few “popular” examples that were obviously 
indicative of their level of importance to their job role to be easily recalled
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Such incidents included: Human resource issues with 12 out of the 17 
respondents relating incidents in connection with human resource practices of 
recruitment and selection (9), manpower planning, training, performance 
appraisal, and disciplinary and delegation of work were of concern. This was 
followed by interpersonal/communication issues (9) dealing with cooperative 
team building, communication, harmonious guest relations, handling difficult 
people and leadership. This is not surprising as many studies on managerial 
competencies have identified human resource and interpersonal skills as 
important for managerial operations. These knowledge needs are thus an 
indication of the important activities for the managers.
Other incidents described were preparation and analysis of financial reports, 
organising large amount of research data and making presentation by market 
researchers, negotiation of contracts and broking of deals by development 
consultants, dealing with issues concerning change management which came 
with acquisition and mergers of business which affect the nature of operation, 
communication with clients and customers. Those particular to the area of 
work included, dealing with emergencies by those in operations, multicultural 
communication processes by those handling people from different cultural 
background, events planning and management for event managers, dealing 
with reservation for reservation managers, feasibility and appraisal of projects 
for development consultants and market research for market researchers. 
Interestingly, the issue of motivation, lack of empowerment and gender issues 
came up as incidents of concern where people felt their bosses had not 
treated them fairly either because of their gender or age. Some felt they 
would have liked to take up more responsibility than were given. Issues of not 
being appreciated for successful completion of assignment were also 
reported.
Operational issues concerning management of revenue, dealing with financial 
reports, forecasting and budgeting were also of concern. The participants 
were however not asked to give reason for choice of incidents.
In effect the themes that emerged under the first category of Job activities 
were related to:
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(a.) role performance: Environment in which the managers worked and the 
systems they worked in. These also brought in the issue of coordination and 
task related-interactions within groups and between groups.
(b.) Interpersonal relationships arising from the interactions associated with -  
subject and the boss, co-workers subordinates and group level relationships, 
(c.) Task performance-oriented incidents, which involved the production and 
service processes.
(d.) Human resource issues dealing with satisfaction or dissatisfaction in 
relation to specific incidents or general attitude of superiors or subordinates, 
quality of staff, staffing levels and quality of human capital available, level of 
labour turnover, training programmes in terms of availability, timing and 
content and opportunities for career development and performance appraisal.
These job activities were further analysed in terms of application of knowledge 
and transfer of learning, which are presented in the ensuing sections.
From the above activities, it was evident that the managers required a 
complex set of personal knowledge (as defined in chapter one), to be able to 
work effectively within their work environment, perform their job roles which is 
made up of highly technical/operational systems, and which demanded 
interpersonal skills to work competently in teams and leadership skills.
The section that follows looks at:
5.7.2 Dimension 2
W h a t  i s  t h e  t y p o l o g y  o f  k n o w l e d g e  b e h i n d  t h e s e  i n c i d e n t s ?
One of the objectives of the study was to identify the knowledge that was 
applied in the context of the manager's job role. This analysis of applied 
knowledge from the interviews was done in a number of stages, as the items 
were gradually refined and sorted. First all the knowledge on performance or 
decision-making was extracted from the transcript of the case described. In 
particular, a reference to knowledge that was underpinning the performance 
whether made implicitly or explicitly was identified. In this context, knowledge 
includes skills and attitude or personality variables.
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Unique to this study, is seeking the actual knowledge being employed by the 
participants, instead of the knowledge perceived as required, in management 
and competency literature.
From the narratives, when participants were asked about decisions and 
problems solved, knowledge and skills applied to the decisions were identified 
with some mentioning specifically the knowledge applied. The managers 
interviewed had learned many things from their learning experiences of 
formally taught programmes and informal learning through interactions and 
networking with others. The repertoire of knowledge items that was identified 
as being used by the managers in the study is summarised using functional 
classification in the table 6.1 below:
Table 6.1: knowledge items generated from narrated incidents
Managers generated personal knowledge
Category Items
Human resources Recruitment and selection, development of job 
specifications/descriptions, staff appraisal and training, 
motivation, people management, employment interviewing 
skills, job scheduling and manpower planning, organisational 
culture and politics.
Financial management and 
accounting
Financial statement including profit and loss accounts, 
taxation, budgeting, cost-benefit analysis, financial indicators, 
hotel accounting.
Interpersonal 
processes/personal skills.
People skills such as interpersonal skills, team work, 
harmonious guest relations, negotiation skills, handling difficult 
people, oral, written and multicultural communication, handling 
difficult people, problem solving, and employee relations.
Operational/technical Food and beverage operations and management; front office 
operations and management; facilities management; yield 
management ; revenue management; housekeeping 
operations; food production/gastronomy; banqueting and 
catering; small business operations; events management;
Operational/technical Hotel operations; feasibility studies; project management; 
acquisitions and mergers; logistics planning.
Sales and marketing Advertising; exhibitions; pricing strategies. Market research; 
merchandising;
law Law of contract; employment law concerning disciplinary
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actions. Hospitality law
Meta knowledge/self 
knowledge
Personal criteria for work quality and standards; continuing 
more education for personal development; being aware of 
source of speciaiist knowledge.
others Nutrition; research methodology; crisis management; risk 
management; and conflict resolution.
In terms of knowledge content, the majority of the knowledge extracted was 
related to issues on human resources, accounting and finance, interpersonal 
and communication, and operational or technical knowledge. Others were 
particular-to-particular domain.
The knowledge extracted could not be finely placed under either category. 
There is also no attempt to split it into the explicit /tacit or procedural 
/declarative as the information extracted did not present such clear-cut 
dichotomy. It was only inferred from a transfer perspective. They interact as 
one problem may call for a repertoire of knowledge. For instance when INT2 
faced a human resource problem of disciplinary action there was the need to 
look at the legal implication of whatever action to take.
From the above, it can be observed that the bundle of knowledge in use is a 
mixture of what has been described by Hildreth and Kimble (2002) as hard 
and soft knowledge or Gibbons’ (1998) type ‘A’ and type ‘B’ knowledge as 
discussed in chapter 2.
Though no clear cut dichotomy was evidenced from the explication, it can be 
implied from the literature that tacit knowledge is the one that is implicitly 
acquired, partly as learning by doing and partly by tutelage (Solow, 1997 in 
Sjoholt, 2001). Suffice it to say however that, the four types/actors of 
knowledge that warrant different modes of transfer namely, tacit/individual, 
tacit/collective, explicit/individual and explicit/collective were identified to be 
present as has been demonstrated in the case analysis. This list is however 
not an exhaustive list of management knowledge or a ‘cure all' list. Whatever 
knowledge that was used depended on what the situation called for and did 
not represent the full range of knowledge in use. The knowledge base created 
is bounded by the nature and level of activity applied to.
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However, more elaborative descriptions with illustrative quotations are 
presented in the case studies which deal with the mode of acquisition and 
application, giving insight into the type of knowledge. It must be noted that, 
there is clear evidence that what is learnt is strongly influenced by what it is 
being learnt. Each type of knowledge identified, was further explored to 
identify where it was learnt from and the learning activities and mode of 
transfer.
5.7.3 Dimension 3
Where and how did the subjects learn this knowledge?
This section deals with both interview data and biographic questionnaire 
information on subjects’ general view on the learning that has taken place 
from their formal hospitality education, as indicated in the biographic 
questionnaire is first presented. This is important as it is indirect 
representation of the nature of the knowledge that they had carried to their 
work places.
When asked in the questionnaire to indicate how much of the content of their 
degree programme was business and management, the minimum attributed 
to business was 30% and 75% maximum and an average of 49% for business 
component of the degree programme. 9 of them indicated that their degree 
was 40 % or below business content, and 60% management content while the 
remaining 8 attributed 50% to 75% of the content to business and 25% of 
content to management. Minimum allocated to theory was 20% and maximum 
80% with an average of 59%. In terms of theory and practical, only 4 
indicated the course was more practical than theory. The remaining 13 
indicated that the course content was between 50% and 80% theory. This 
view is not surprising since most of the learning knowledge in the narrative is 
attributed to experience gained from learning through informal means in a job 
context. Here the managers perceive what had transpired in their education 
as being more of codified knowledge. The inference is that the learning here is 
more synonymous with learning by thinking than by doing. It is clear from 
above that respondents view most of the knowledge gained from their
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education process to be more of knowing what and knowing why. This is not 
to be seen as a justification for the irrelevance debate but food for thought 
regarding the needed cooperation between practice and education to 
determine which aspect of the curriculum is soft and which is hard and where 
they are best learnt.
When the subjects were asked to identify the ways they engaged in learning 
how to do what, they said they had done as decision making and problem 
solving on their jobs, all of them reported having learnt both cognitively and 
experientially. To some, the formal learning ended with their hospitality 
degree, while others had gone ahead to do more formal learning by way of 
professional qualification, post graduate courses or short internally or 
externally run courses. There was evidence of them having learnt knowledge 
which their circumstances did not call for and needing to learn things that 
were context specific to the jobs they had occupied.
All managers in this research had learnt through both formal and informal
processes. The forms of learning found in the narrative included:
• Specific training events (class room) provided as internal or external 
courses.
Specific Job assignment/rotation(attempts/successes/failures)
Learning from Model managers with whom they worked 
Specific job assignment/ Project work 
Self managed learning.
Reading of books/manuals coaching by superiors 
Help/advice of colleagues 
Experience of others
These have been exemplified within the case analysis.
It was evident however, that the extent of formal or informal learning activities 
was influenced by and bordered on the type of knowledge being learnt or and 
the degree of ignorance perceived by the learner. A cursory look at the data 
shows that participants engaged in a wide varieties of learning activities both 
formally (classrooms instructions), and informally, with the pendulum tilting 
towards a predominance of informal learning activities in the form of 
interaction with their peers, co-workers, superiors and subordinates through 
listening and observing them do their job assignments and reflecting and 
watching others perform. Other sources of informal learning were from people
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outside their immediate job environment, which included learning from family 
members.
Specifically, respondents when asked how knowledge was acquired clearly 
demonstrated that, it involved the three main forms of learning activities 
distinguished in relevant literature in chapter two. They had used a mixture of 
informal, marginal and formal learning activities to fill their knowledge gap. 
These will be looked at in the following sections.
Formal iearning
This was basically learning from education and from training courses either 
organised or sponsored by employers or self directed search for 
knowledge. Specifically the subjects made several references to knowledge 
that they had acquired from the education process and other formal 
learning events.
Here are excerpts on formal learning experienced by the managers:
INT. 11
“Through the company training... Actually in the company training... 
Secondly, we had the training from legal team. The legal team- 
teaches us what kind of thing we can do and what we cannot do”.
When asked if it was classroom experience he had this to say;
“Yes, exactly. There has been three sessions. It is a course designed 
for people in the company who meet the needs and will be able to 
contract”.
INT2 also had acquired knowledge in hospitality accounting through 
taking part in formal professional accounting course.
“There was. I went, I embarked upon a professional course, or a 
course associated with a professional body...BAHA, the British 
association hospitality or hotel accountants ...”
Probing further to determine how much education has contributed to the 
formation of their knowledge base, to inform their practice, the trend in the 
responses of managers as to the contribution of their vocational course to
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their job performance was that, most participants felt having a degree was 
valuable but not necessary, in relation to the ability to perform.
There were varying views regarding what a degree could do and could not do. 
Some did not think a degree could help one to deal with people, so 
interpersonal skills ought to be learnt through informal learning process by 
experience. The degree has helped in general but not to specific applications 
of specific modules like, “I am using economics". The following excerpts are 
examples of their assessment of the contribution of their formal learning:
From INT2
the most significant thing that I use relating to my 
education, is the fact that I attended Surrey... there is no doubt 
that, that has helped me (mmm) a great deal and I can’t press 
to think of any specific areas of academic learning that 
have...”.
It is worth noting here that the subject has left the education process for 
over ten years and had accumulated a lot of both tacit and explicit 
context specific knowledge and as such it is not surprising that he could 
not pinpoint the specifics of transfer of knowledge from education to 
application.
This is contrasted by what is presented by INT 1:
“I love cooking. It taught me a lot of practical things, and now I am a 
practical person. I will personally recommend anyone to go into f o o d  
a n d  b e v e r a g e . . . t h i s  i s  w h e r e  I  d i s c o v e r e d  I  q u i t e  l i k e  a c c o u n t i n g ” .
Asked what is being carried from education, catering in food and
beverage was cited again as source to learn organisational
management which she saw as the learning source for assertiveness.
INT 2 also presents education’s contribution as
“I guess, to understand that goes back to my time at Surrey. In as 
much as you learn how to construct profit and loss account 
...construct balance sheet and once you’ve constructed, you know 
how to interpret those in terms of quality of performance. My 
experience here has led me to understand more in terms of the 
requirements that some of our partners have when looking to deals”.
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This shows that though the context specific aspect was learnt on the job, the 
basis was from education.
INT 11 posited that
"I don’t think you can teach people management. But in a practical 
sense, theory helps me to identify the categories. I need more of that 
now ”.
As can be seen from the excerpt, knowledge taught in education process was 
regarded as context-free entities only contextualised as hospitality and 
management with no specific details of content. In the education context, 
concepts are often taught applying a transmission of knowledge approach, 
while the job experience approach begins with a problem that has to be 
solved or a decision that has to be made. This makes the learner active in the 
learning process. This leads to procedural knowledge acquisition and may 
lead to making generalization and formulation of rules regarding the thinking 
patterns or behaviour patterns. However, more compelling evidence regarding 
usefulness of education is presented below.
To an answer regarding the applicability of what had been learnt from
formal settings to application, INT11 had this to say about the
experiential learning which he gained from education being effectively
transferred to the job because it is needed for role performance;
"... The ability to present, I was taught how to do presentation, little 
presentations. My job is mainly presentation -go and see different 
people for presentation. All of that I was taught, implicitly to do that.
Getting feedback that would be from people in the group, for example 
reading the cards and slides.... But I didn’t know that before I came to 
the university. I am now very confident. I was quite nervous. That is 
one of the huge things. I am a public speaker. That is directly from the 
university”.
Informal learning
Managers in the study reported extremely unstructured, informal processes 
relative to learning the full extent of their managerial responsibilities within the 
job environment. Interactions with members of their work environment who 
formed networks of learning drove most of their learning as they sought to 
gain understanding of their responsibilities. It was mostly during the 
socialisation process upon entry into the profession but often unstructured. 
The informal learning was either work related or in social settings, like learning 
from how their parents had handled inter-personal situations (for instance 
listening to INT6...
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"With how I have seen my father and him at work ...and at least the way that 
he would manage his employees ... would be with a very kind of a personal 
touch” )
had taken the form of learning together with others in team assignments, 
learning from others by watching and listening and from recorded information 
prepared by others, and learning individually through trial- and- error by 
carrying out job assignment.
The following excerpts are examples of these learning activities.
When confronted by novel situation with the analysis of reports, which was not an 
accounting issue, I had to do collegial consultation from someone who knows it, 
because " h e  h a s  e x p e r i e n c e d  i t  b e f o r e ” .
This is an indication that practice improves performance and knowledge by
way of experiencing the situation gained from superiors through coaching.
“... Y o u  a r e  t a u g h t  b y  y o u r  s u p e r i o r s ,  ’  t h i s  i s  t h e  w a y  t o  d o  i t ’ ” . INT 1.
About learning from superiors, INT 2 had this example to give, which
shows how experiential learning helps in the acquisition of knowledge,
“My experience here has led me to understand more, in terms of the 
requirements that some of our partners have when looking to
deals speaking to others both within the company and outside of
the company and ...reading of general available industry type 
material”. INT2
His contention is that though having done this informed practice, it cannot 
always be transferred as mirror image but by scenarios built over time. So it 
does not employ a model which is seen as” prescriptive”... INT2 went on 
further to say
“I would say without a doubt that my own job learning or my job 
experience has given me most of the knowledge that I have needed to 
deal that I face today. Specifically when you take it towards accounting 
issues” this was from a “ a combination of being thrown in the very 
much at the very deep end and having to learn from my peers in terms 
of how to construct profit and loss account and then how to read and 
interpret”.
INT3 support this view on experiential learning by this:
"... Instinct you get with experience” and personality “I think its something 
that is inside you yourself really, it is like ...from experience and but its also 
I guess partly your emotions...the way you interact with people The know­
how to carry out recruitment interviews is principally from experience, ...by 
doing, and learning from superiors through observation and coaching. 
Someone who has taught you or has managed you in the past may highlight 
to you when you’ve attended interviews with them maybe but I think 
principally from experience...” INT3
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Mentoring was a good source of informal socialisation and learning the 
roles as INT 11 talked her experience in learning through observing 
others.
Being part of organisation, I worked under a manager so I learnt from 
my mentor if you like”.
On informal learning, INT 13 also had this to say
....” because when I started, I had a duty manager’s training and the 
main duty manager took me round the building and said this is where 
this is, where that is,... so that is how I learnt things”.
Another way of informal learning reported was listening to how people 
communicated as reported by I N i l  4:
“ What you learn through listening to these people are the different 
ways of talking because the sales job is quite different, you just being 
in an office in front of a computer, and when I started doing it, my 
speech was quite restricted and with them kind of learnt to say you 
want to sell them rate, rather than saying I want this amount and you 
go round it in a different way, so that’s what you learn from them in 
their talking, talking with client which you wouldn’t learn if you’re just 
by sitting in your office....
Learning the soft side of knowledge through interaction was reported by 
INT14:
” Because when I started working here I did three months of just 
reservations and then I moved to do tour booking reservations where 
you actually have to. So I basically learnt it from working in the 
department for a long time... by practicing, there is very little training 
you can do off site. Everything, most of it, say 90% of it, has to be on 
site and a lot of the time I feel people learn it better if you just throw 
them in it and they have to do it. That’s my guess. Even if they don’t 
like it, it is easy to have someone there and to say we are doing this 
now, but if you have no one there then you have to think about it, so 
that is what the learning processes is like over there”. INT 14
The general impression was that majority of the procedural know how was 
obtained by informal learning in the real work environment through informal 
learning activities such as social interactions, peer mentoring and team 
meetings.
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Marginal Learning
The use of this mode of learning by respondents is evidenced below, from INT
2 whose learning story is indicative of pursuing life-long learning:
“Started to read more of the trade press, ...attending conferences and 
really understanding more about the dynamics of the industry”.
This mode was also used to gain broad basic understanding of issues related
to job domain. Here is what INT2 had to say about using marginal learning to
acquire personal knowledge in the area of consultancy. He did this by:
“...Through reading, attending industry events, and having travelled 
extensively doing feasibility studies, which helps to sort of give you 
overall perception and understanding of the industry. That gave me a 
broad basic understanding from which to help on these strategic 
reviews” INT2
This is an indication of building up knowledge from accumulated learning 
experiences from both formal and informal means. The industry knowledge 
gained is then used as a benchmark for strategic reviews. The knowledge 
used includes economics in terms of demand and supply and certain level of 
appreciation that is required in terms of understanding how a hotel operates. 
On source of learning, participant said:
“...I was always accompanying more senior consultants on trips to 
conduct these studies” so learning through observation...” INT2
How to do a strategic plan did not come from formal education, but it was 
learnt from experience, by way of situated learning.
“I have learnt ... having spent 3 or 4 years with.... I have a lot from them of 
strategic development objectives”.
Here It can be seen that “know how” is attributed to accumulation of 
experience.
5.7.4 Dimension 4
Transfer of learning to application
The transfer of learning looks at the degree to which trainees apply 
knowledge, skills and attitudes they gain in training, to their jobs (Enos, 2003). 
This is affected by what is referred to as knowledge boundaries. The
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applicability of knowledge in any context is affected by the time between 
acquisition and application, and job role versus knowledge needs. When 
knowledge is acquired for a particular domain is being applied to other 
situations, it needs learning to modify to match the other. The subject INT 2 
had this to say
"... although a similar problem has arisen in the past, the way of 
dealing with it, is very different and therefore its difficult to be 
prescriptive, or to have any kind of model, cant afford...”.
This is a sign that transfer of knowledge from one source to the other 
may call for modification. Though having done this informed future 
approach, experience could not always be transferred as mirror image 
but by scenarios built over time. So she does not employ a model 
which is seen as prescriptive.
Having used excerpts to discuss the key issues arising from the explication of 
the data, attention is now turned to the themes that are prevalent in the 
managers' knowledge and learning stories.
5 .8  Sum m ary
Telling their own stories these managers have led us into their world of 
learning to become managers. It has become obvious that these participants 
have constructed their personal knowledge through conscious and implicit 
effort. They have also displayed that their search for ‘personal belief has led 
them to form their own ideas about their world of work and the relevance of 
their educational knowledge to their job requirements. By so doing, they have 
come to know tacitly, what knowledge is best acquired from education and 
those that are best acquired from the workplace. Indeed their taught 
knowledge has been relevant to their applied knowledge but in what way and 
to what degree? The answer to this was not explicit. Let us now move on to 
appreciate the key themes that their experiences bring to the relevant debate 
in the ensuing chapters.
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Chapter Six
Findings il-meta-themes
6.1 introduction
This findings chapter explores the meta- themes expressing the phenomena 
of management knowledge and learning that emerged from the analysis of the 
interviews in further detail. It is inductive, drawing on materials from earlier 
chapters on what was captured when the managers narrated their learning 
experiences from which they had acquired their applied knowledge. It also 
introduces new data and new literature where relevant to make a point.
The aim here is to look at the themes that may inform education and industry 
regarding the issues to be addressed, to ensure that managers are 
adequately prepared to fit into the job role in their chosen community of 
practice. Examples from the interview data have been used to illustrate 
central points under each theme. It has been an exploration of the process of 
how managers acquire and accumulate knowledge, and what the modes of 
transmission are from learning source to application in their job role.
The search for themes based on the general thematic framework begun with 
deductive search using the protocol, yielded the descriptive themes on 
knowledge and learning presented in chapter five which directly provided 
answers for ‘what (knowledge) has been used' how has it been learnt' and 
‘how has it been transferred to application'. Those that are presented here are 
the additional themes deduced from the emerging themes surrounding these 
descriptive findings, and which provide more complete and comprehensive 
reflection of the data. It basically includes themes on how they accessed 
knowledge and how they used knowledge.
317
Each theme represents a major aspect of the study exploring the inductive 
categories identified from the study related to knowledge and learning. The 
discussion begins with what is meant by themes in this research.
This research adopts the definition of themes as “units derived from patterns 
such as ‘conversation topics, vocabulary, recurring activities, meanings, 
feelings or folk sayings or proverbs” (Taylor and Bogdan, 1989:131). They are 
identified by the gathering of the various fragments of ideas or experiences, 
which do not mean much when standing alone but together they form a 
comprehensive picture of the phenomenon. Basically it is “essential meaning” 
(Ely, 1990:140). It forms the significant segments of the interviewee’s story 
which emerge over and over again (Wright and Vigil, 1995).The key issue is to 
ensure that statements are not lifted out of context and patterns are well 
located.
Meta themes are the constructs that have appeared frequently in the 
individual data and form categories of concepts that bring an understanding of 
what is being studied. To Tesch (1987), they represent the totality of the 
phenomenon being researched. In other words bringing together the emerging 
themes from each case pointed to overarching themes which described the 
overall experience. Each theme is introduced independently.
It has been discovered that knowledge does not reside outside the knower 
and that, the transmission of knowledge from one source to another involves 
conscious teaching and learning or implicit /informal learning which can be 
both at the work place or learning institution such as higher education. There 
are several reasons why these selected themes have warranted further 
perusal in relation to phenomenon under study.
The most prominent theme that has been identified in this learning journey 
within which meta- themes and sub themes resided was ‘relationships’. 
Learning by the participants whether from formal institutions or at the work 
place was embedded in relationships or relating between teachers and
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students, learners and facilitators, peers and between learners and the 
environment which may be communities of practice or professional groups to 
which they belong.
The creation of knowledge depends on relationship between knowledge 
producers and learners, and between learners and their learning environment, 
while at the same time involving the relationship among the various facets of 
knowledge and artefacts for learning. Overall, the data revealed the extent to 
which relating to people or rather participating helps or destroys the possibility 
of learning which results in the acquisition of knowledge and its transfer. 
Importance of relationships was very high for the managers as to the extent of 
not only helping them to acquire knowledge but also affecting their motivation 
and decisions to stay in employment or not.
The emerging themes that coalesced to form these meta- themes and 
excerpts to support them are now presented.
6.2 The Emerging Themes on: access and utilisation of 
knowledge
The case studies have provided insight into the learning journeys of managers 
to become effective practitioners. This can be expressed in distinct meta­
themes that displayed how they acquired and transferred what they learnt to 
application and how what was transferred was utilised. It is therefore basically 
looking at how managers access knowledge and how the knowledge that has 
been accessed is utilised.
It includes the overarching theme of relationships discovered out of the meta­
themes of:
• B o u n d e d  K n o w l e d g e
•  D u a l i t y - c o n g r u e n c e  a n d  f r i c t i o n
•  i n t e r a c t i o n s
The key issues that emerged from the stories are that the acquisition and 
transfer of knowledge that managers use in their managerial role is bounded 
by some key factors. It also became clear from their stories that whether
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looking at their knowledge or their learning, there are always two sides to the 
‘story’ there was duality of both knowledge and learning. All these also 
involved interaction between the learner and the environmental factors that 
gave rise to the overall theme, that there is the process which involves 
relationships that determine what one is able to learn and what one is able to 
transfer to application. The emerging themes that gave rise to the meta­
themes will be analysed and discussed together with the meta- themes to 
show how they impact on the research agenda. These are first listed in the 
box below:
The themes that emerged
Transfer of knowledge between education and the workplace 
presents a significant challenge
Managers classify information and knowledge by functionalism 
which reflects the nature of the vocational education curricula 
and how work is organised in the work place 
Learning in educational and workplace setting play different 
roles and cannot be substituted for each other.
Relevance or ‘useful knowledge’ for what?(ability to apply 
knowledge depends on its applicability in the given context) 
Knowledge resides in people
Modes of transmission/ usage of knowledge -principles and 
models
role modelling influences learning 
New learning is related to old knowledge
Identification of scenarios in the past can influence present 
knowledge or course of action
Pre-managerial learning serves as a catalyst for managerial 
learning
.Educational process leads to self confidence and not 
necessarily competence
Efficient application of knowledge leads to confidence
Explicit knowledge can be articulated and easily communicated 
between individuals and organizations; tacit knowledge (skills, 
know-how, and contextual knowledge) is manifested only in its 
application. ____________________________________________
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To start with, one key issue that emerged concerning the research agenda 
was that:
# Transfer of knowledge between education and the workplace 
presents a significant challenge
There was a general impression that transferring knowledge from education to 
practice was not an easy task. Using knowledge that has been acquired from 
education to workplace is not a straight forward process. This is because most 
of the knowledge from education that has been transmitted has been in the 
form of explicit/know-what information based knowledge, from a 
teacher/learner approach, with the student serving as a container to receive 
the knowledge. Without practice in how to use the knowledge, the various 
forms of explicit knowledge are only transformed through a combination 
process (see2.5.2) into more explicit knowledge. As a consequence of this 
learning by thinking, they are only able to use this knowledge to conceptualise 
in an abstract manner and forming principles except when opportunities have 
been given in the learning environment either in the classroom using 
constructivist leaning approach or on job placement to help them to reflect, 
experiment and to achieve concrete experience which can then be carried to 
work place. Even where this opportunity has been given, participants still 
expressed inability to transfer effectively as the context in terms of magnitude 
of operation is different.
However, most of what is demanded in practice is experienced based and 
personal knowledge which calls for the learner to transform the formal 
education knowledge to practical know- how through a process of 
internalisation. A need for interplay according to Nonaka’s combination 
/internalisation process was evidenced (2.5.2). Further more, whenever 
participants talked about their use of knowledge from education in the work 
content, they were often apologetic about the lack of effective transfer leading 
to need for further learning.
One of the themes that emerged from analysis of data on nature and 
subsequent transferability of knowledge is that, most knowledge from
education which is in coded form was not regarded as having direct
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applicability to practice but rather served as enabling practical know how to be 
understood. Generally, learning to use theory in practical situation was a 
major challenge. This challenge was described by INT11 when he could not 
directly transfer his human resource codified knowledge into practice but 
could easily transfer the practical know how of presentation directly to practice 
as tacit knowledge. INT11 reported:
One thing university don’t teach you are how to deal with people. I have got no skill. I 
was never taught how to manage group of people.
Certain element can be taught but certain aspect we didn’t learn. So its still 
theoretically, we didn’t get down to the final points. We didn’t learn what should be 
doing in human resource.... Really learning about how it works. Until you actually 
worked in the industry you don’t know.(INT4)______________________________
The reasons given by participants were various as embedded in these 
examples given in the quotes below:
“I should think a lot of studying prepares you for dealing with, not on the academic 
side only. You could also put a profit and loss account in front of anyone who is 
studying management to degree level and they will be able to tell you what the 
cost were what the sales were and what profit it is going to turn into. Explaining 
that in the context of business is a bit harder because it is not quite as straight 
forward”.....
” ... at the university you are taught a lot of principles but you are not taught how to, 
how it actually works in practice. ...but there are a lot of things you can join together 
to INT4 ___
This is aggravated by the fact that hospitality job environment does not allow 
those trained from the education process to apply what has been assumed to 
be the needed knowledge to be applied. Unlike their counterparts in other 
professions such as medicine, and accounting where what you acquire is 
credited to you, general management in general and hospitality management 
specifically does not seem to have a prescribed knowledge base that is 
expected from its graduates coupled with the fact that it does not also have a 
prescribed entry level jobs such as those in engineering do and are expected 
to possess. The comment by INT14 below shows this frustration and 
challenge met by graduate entrants to the industry.
322
& U l p l € A .  6
t h e  p r o b l e m  w i t h  t h e  h o s p i t a l i t y  i n d u s t r y  i s  t h a t  y o u  h a v e  t o  s t a r t  f r o m  s c r a t c h  a n d  
w h a t  y o u  l e a r n  a t  t h e  u n i v e r s i t y  i s  a  b i t  t o o  m u c h  f o r  w h e n  y o u  s t a r t ______________
There was evidence that the ability to apply what has been acquired from the 
academic setting to the work place was with difficulty. For instance though 
vocational education is incorporating “formalized experiential learning in its 
programmes, these are carried under conditions that are different from the 
work place and as such the ability to apply what is learnt is still limited by 
context. For example, one interviewee said;
" / d i d  q u i t e  a  f e w  e v e n t s  a t  t h e  u n i v e r s i t y  a n d  i t  s o r t  o f  g a v e  m e  a  b i t  o f  a  b a c k  b o n e  
b u t  i  t h i n k  t h e  w a y  t h e y  t r a i n e d  y o u  t h e r e ,  i s  l i k e  t h e y  d i d n ’t  m a k e  y o u  r e a d y  f o r  t h e  
b i g  o n e  y o u  k n o w  (INT16)
One reason for this may be due to what Eraut (2000) postulates that using 
knowledge in a new context always called for new learning. This may also be 
due to the inability of the learners to relate and structure their knowledge by 
bringing together separate parts of the information into an organised whole to 
appreciate the holistic view of their gained knowledge. Another reason is the 
nature of knowledge and mode of learning.
This is in line with the view of Brown, Collins and Duguid (1989 cited in 
Vermunt and Verloop,1999) that the knowledge domains acquired through 
education are often studied in isolation from one another leading to this 
situation whereby a lot of knowledge is acquired without the capacity to apply 
this knowledge to solve problems in practice. The issue here obviously is not 
content but learning and transfer. Participants perceived their difficulty more 
as due to lack of experimentation than mode of learning. They tended to 
believe that ‘wetting their hands' was the best way to know how to do 
something which reflects practitioner view that professionals can only develop 
competence by getting involved in the community of practice. The excerpts 
below are indicative.
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No... I would like to think I can do it without the training. And the reality is that if I 
didn’t have that knowledge then I wouldn’t have made it very efficient. I would have to 
involve the legal team a lot earlier. That knowledge is essential for doing that.(INT11) 
“...well being taught silver service in the university but university situation aren’t the 
same as serving five hundred covers in a restaurant hall, you know however there 
are few covers”(INT13).
What type of knowledge?
The question is like from technical point of view. I don’t know. Like 5 years 
investment. I didn’t know what it was. I didn’t really understand how to calculate and 
justify it and how to work out based on the university knowledge. I couldn’t work out 
what is going to be my return on the investment. I don’t know I have to go away 
concentrate on how to answer those questions (INT11).
Who did you learn from?
From my boss he knew this type of things. I iearnt directly from him what to do and how to 
work these things out but it is still difficult how do you quantify things? It is stiil difficuit but I 
know lots more now how to do it than before.
When you started the work, did you feei thrown in the deep...in terms of what you have 
to do?
Yeah, When I first started yes, I didn’t know what to do. There is a certain beiief that if you 
have been to university then you are expected to be able to do certain things but you are not. 
I never did that job before I was very young... You cannot receive training for that sort of thing. 
That is experience but I didn’t have the experience.
Another theme that run through the stories told was the way participants were 
very prone to relate the access to and use or none use of knowledge to the 
requirements of their functions or roles. This may be explicable from the 
nature of the behaviourist based competency framed curriculum used in their 
education process. It was observed that:
# Managers classify information and knowledge by 
functionalism which reflects the nature of the vocational 
education curricula and how work is organised in the work 
place
Findings under this meta-theme indicated that the participants, who had all 
gone through vocational education process where their theoretical knowledge 
had been constructed in the context of a subject discipline or applied field 
based on competency model framework. Breaking down managerial 
competence into logical sets which are consequently expected to be re-
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integrated into a holistic management performance model (Burgoyne, 1998) is 
fraught with the problems that is exhibited by these participants.
They tended to understand and use their educational knowledge in the 
occupational practice in a fragmented manner as has been presented to them. 
In the education setting, teaching of subjects for practicality of teaching is 
often done by dividing into functional or ‘specialism’ rather than for learning, 
even though present paradigm shift in learning is leading many programmes 
to adopt a more integrated approach. As such, they had the tendency to carry 
this functionalism and compartmentalisation into their perception of what they 
know and /or should know by their functional roles.
They see issues as ‘accounting problem’ ‘human resource issue’ or ‘legal 
issue’ which is not part of their specialism and must be referred to specialists. 
An example of such perspective is given below.
‘I guess I have a knowledge have a fundamental knowledge of how hotel accounts work 
and I guess to understand that goes back to my time at surrey in as much as you learn 
how to construct profit and loss account, you know how to construct balance sheet and 
once you’ve constructed you know how to interpret those in terms of quality of 
performance ...It’s getting to a stage now where we are getting into very detailed 
financial discussions; and I therefore feel its probably more appropriate to involve our 
chief financial officer who is obviously in more, a better position to perhaps deal with 
some of those financial questions that concerns us ...’(INT2)______________________
The comments by INT2 cited above indicate this approach to accessing 
knowledge by participants. It is interesting to note that certain types of 
knowledge, though forming core curriculum of hospitality programme and 
identified often in competency studies such as human resource and 
accounting were still regarded by participants as specialist knowledge that 
needed to be referred to the specialist for advice.
From this it can be inferred that behavioural and cognitive approach to 
curriculum delivery which result in competency based approaches, does not 
help graduates to approach their role holistically as hospitality managers who 
need to apply their acquired educational knowledge instead of fragmenting 
into specialism depending on which role one plays. Coupled with this is the 
way work is traditionally organised .typically, functionalism is the way work is 
organised in the industry.
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This approach to knowledge use leads to one of the inherent problematic 
issues in the competency debate: whether the acquisition of individual 
competencies results in the development of a competent manager (Collin, 
1989 in Buckley and Monks, 2004). Instead of drawing on the complex range 
of knowledge that their vocational education has assumed they need to meet 
industry requirements and equip them with, they seem to be confident in using 
only those that they have had the opportunity using in their job role and 
delegating the rests to functional specialists. This leads to the theme on role 
boundaries exhibited by these managers as they demarcate the boundaries of 
what they know and what they do not know:
e Demarcation of what is known and/or should be 
known is based on compartmentalisation of 
knowledge into roles
Knowledge as used and sought after by the participants was in 
compartmentalised fashion and appears to be based on formal structures 
within organisation roles and functions.
Participants accredited ability in using certain knowledge or skill in a role or 
function to those who through career choice are working in certain functional 
areas and are believed to have converted their explicit information based 
knowledge acquired from education to experienced based knowledge gained 
through participation in the community of practice.
As such, they accepted lack of gaining tacit understanding of that knowledge 
as not knowing. This may however be more to do with their lack of confidence 
in using the knowledge stored in their memory and not used rather than their 
not knowing. INT3 and INT11 gave a classic example of this when they stated 
that though they had both studied employment law and human resource as 
part of their university programme, they were not confident to depend on what 
they had learnt and knew because they felt they were not as knowledgeable
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as those who working directly in these areas and had gained experience and 
acquired tacit knowledge through implicit learning.
This view was further supported by INT2 who, though he had gone ahead and 
studied professional accounting after his hospitality programme, still felt the 
company accountant who performed in that role was more authority and had 
the prerogative to comment on accounting issue rather than him (INT2). The 
excerpt below by him demonstrates this perception.
“...obviously a better position to perhaps deal with some of those financial questions 
that concerns us... (INT2 a development consultant with BAHA certification.)
Most participants seem to perceive that there is a difference between 
knowledge gained from education and that from experience though they did 
not see superiority of one over the other. Therefore they seemed to believe 
that
# Learning in educational institution and workplace settings play 
different complimentary roles and cannot be substituted for each 
other.
The participants were very clear with the role that each knowledge type 
(explicit information based and implicit experience based) which they 
possessed was bounded by their nature, and locus of learning played in 
the performance of their job roles.
Participants made it clear that the knowledge acquired from formal 
learning was more abstract and made up of principles, facts and skills and 
rules and were explicit in nature. It was therefore was different from the 
ones acquired from the work place (developed from interaction with 
humans) for which they used phrases like ‘picked it up', ‘showed me' in 
their application for job performance and therefore could not be substituted 
for each other. Most of the knowledge from the work place was context 
specific bounded by the organisational processes and procedures and the 
learning was experiential in nature and processual. It was a gradual
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process which served as nurturing process for initiation into the particular 
practice.
"... I think it gives you a background level knowledge and its theory and the ability to 
question things and analyse things and use that in some way in every day”INT3 on 
what educational knowledge does.
” ... at the university you are taught a lot of principles but you are not taught how to, 
how it actually works in practice. ...but there are a lot of things you can join together 
to what you either learnt from what you’ve studied or from what you’ve learnt from 
other managers or you’ve been shown how to do things to put everything together” ...
‘You can’t be taught a company’s culture. You have to learn it and you have to pick it 
up in any organisation. You just walk in and understand it”.INT9
For INT 9 each locus of learning presents and has its place in relation to the 
nature of the knowledge to be acquired.
It was very clear from the participants that the importance and need for any 
form of knowledge was directly related to the value of that knowledge to their 
task or role performance therefore determining what is needed or what is 
useful by its relevance to their job requirements. As such, the context, and 
interpretation of usefulness resulted in learning or non learning. It was 
therefore a matter of:
# Relevance or ‘useful knowledge’ for what?
The emergence of the issue of ‘relevance’ for use is not surprising as the 
notion of ‘relevance’ sits at the heart of the education -industry debate. From 
the findings, the value placed on a particular knowledge was dependent on its 
usefulness to the requirements of the job task or assignment. Here it was 
obvious that what one may regard as relevant knowledge or useful knowledge 
may actually depend more on the task or role requirements and not the 
knowledge per se. Participants indicated how their management knowledge 
on strategic issues became relevant only at senior positions at management 
meetings where they could appreciate the relevance of their management 
education as it helped them to understand issues. However, the same
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knowledge became irrelevant and forgotten when not in use. INT14 and INT7 
and INT9 have these views expressed as:
I think what I learnt at the university is quite relevant but because we didn’t practice it 
at that time it was all sort of on paper is quite hard to sort of when I finished my 
degree there was quite a little bit in the area of management which we didn’t do in 
our degree and which I had a knowledge about, I think even gradually I think I knew a 
little bit too much when I started working here I didn’t really need to apply it, but now 
slowly you do have to do that especially on the revenue side of it.lNT14
From INT7 is a support statement to this saying that:
I mean you know I will be honest in terms of what I think, although you come away 
with knowledge from university I am not sure you will apply this immediately when 
you come out and I think I have to apply this more and over rounded experiencing of 
my self in terms of university but I suppose it will have been more of hospitality based 
one so may be like food beverage management, gastronomy, those kind of things we 
did look more at business management sight.lNT7
Though this was studied at university but “at the time you don’t really give that much 
taught and consideration to when you might use it later (INT9)
In addition to usage, participants accessed knowledge by appreciating how 
relevant that particular knowledge was to the demands of their jobs. The 
degree of relevance then determined whether they wanted to learn and 
possess the knowledge and make it personal or just to get to know where and 
how to source it from specialist whenever needed.
For instance though both INT16 and INT17 sought information on food and 
beverage aspect of their function organisation, the former approached it from 
acquisition and usage point of view as she appreciated its relevance to her job 
role where she was directly involved in planning and organising of the food 
and beverage function and found her food and beverage and function 
operation knowledge from school more relevant than her counterpart in a 
school setting whose responsibility covered only the coordination of the 
activities of those in charge of the food and beverage aspect did their job well 
rather than being specifically involved with details like food and provision from 
scratch as to what food what wine etc. INT17 playing only a coordinating role 
regarded such knowledge more of information than knowledge.
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Another dimension of relevance was the span of relevance. Transferring 
knowledge from similar job role to another though may require new learning 
which may be implicit in nature, is more likely to useful for the easier than from 
school to work. This is in line with the constructivist approaches that 
emphasize the fact that knowledge only enhances ones adaptation and 
functioning when knowledge attained -be it content or skill-is relevant to the 
user’s situation or needs.
Another observation was that people were more prone to seek advice than to 
look for information. This is not surprising as the literature is replete with the 
view that knowledge is tied to human beings and their experiences. The likely 
explanation to this behaviour in information seeking is that:
# Knowledge resides in people
People seem to consult humans instead of information when making 
decisions. Evidence that knowledge resides in the individual, and data and 
information as artefacts was clear from participants. Whenever they talked 
about knowledge acquisition they either learnt it from people or by themselves 
through trial and error rather than consult information. When they needed 
information or explicit knowledge they consulted databases and other 
artefacts of knowledge such as information and went in for formal instruction 
to improve their knowledge base.
For instance INT 17 indicated that to get information on the properties of wine 
she consulted information by going back to her lecture notes and also going 
on wine courses. This kind of knowledge she carried as facts and principles. 
However, the knowledge of how the wines actually tasted with the 
recommended foods, which she learnt by imitation and stored in her semantic 
memory after tasting the wines herself with the recommended foods, to gain 
tacit knowledge and understanding of how the various foods tasted with the 
wines, was carried as mental models and stored in episodic memory.
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Those who were not in legal and human resource positions always consulted 
knowledgeable specialists for their inputs in their decision making process 
rather than consulting law books or human resource books although there 
was clear indication of their possession of enough information on the subject 
from their academic learning to give them principles to work from.
# Modes of transmission/ usage of knowledge -principles and 
models
The way knowledge is carried and transmitted -principles or mental models- 
is dependent on type of knowledge and how it was learnt. Participants of the 
study regarded the knowledge acquired through the education process only 
as useful in terms of forming the ‘principles’ which they carry in different 
formats depending on what was being carried whether it was implicit or 
explicit. Depending on the knowledge needed, some knowledge was just 
simply applied. However, principles and scenarios seemed to be used to 
mean different levels of transfer. Some used it to mean use of facts, of rules 
etc, while others applied it as background information.
The study’s participants seemed to apply their knowledge without adaptation 
when there was recognition that some specific piece of that knowledge was 
relevant and that was all that was needed to take action. For example INT1 
said that ‘a balance sheet should balance’ and when people present accounts 
the accompanying documents should tally with the information they have 
presented in the accounts. This is standard knowledge on accounting on 
accounting records.
On the other hand, some transfer also called for adaptation of what is known 
to fit the demands of the situation or context. This involves modelling the 
situation to that of a previous scenario and matching it with mental models 
that has been formed from previous encounters and stored in episodic 
memory. Knowledge is here not applied directly but serves as a rule based on 
past scenarios or principles. It involves a sort of pattern matching and 
adjustment to suit the present situation. INT 11 adapted his presentation skills
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learnt from doing classroom presentation to the requirements of his sales man 
job where he needed to do a lot of presentation to clients. He also adapted his 
formal education knowledge on retail logistics management to apply it to 
airline logistics management.
In problem solving, first principles by way of theoretical understanding of the 
scenario were employed to determine appropriate course of action. Here 
principles are the underpinning theory behind their actions this is exemplified 
by INT9. His knowledge of the cultural inclination of the people he was dealing 
with made him to decide to ask his boss to intervene rather than do it himself. 
The mode of transmission perspective is also supported by the category of
# Explicit knowledge can be articulated and easily communicated 
between individuals and organizations; tacit knowledge (skills, 
know-how, and contextual knowledge) is manifested only in its 
application.
Participants shared explicit knowledge in the form of information but had to acquire 
tacit knowledge through observation and imitation.
From just doing it yourself. It doesn’t matter how many people tell you what is like until you 
have done it yourself you wouldn’t appreciate what they mean. So personal experience. Just 
from doing it. Once you had been through with some customers meetings yourself. I think it 
doesn’t matter how many people tell you about it until you experienced yourself then I felt 
much more comfortable. __________________________ _
Another view that complements this theme is that of the fact that:
* Knowledge gained from formal education serve as background 
knowledge which is transmitted to job application as general 
principles and not specifics.
This is elaborated in the excerpts below:
“So far as my degree there are basics that are quiet important for my job...Like the 
accounting side of things. Say I must do profit and loss, balanced sheets and cash flow 
statements that’s quite important for my job so far as report writing that’s also quite 
important too".INT12
“I guess I have fundamental knowledge of how hotel accounts work and.... that
goes back to my time at surrey in as much as you learn how to construct profit and loss
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account, you know how to construct balance sheet and once you’ve constructed you 
know how to interpret those in terms of quality of performance and ... my experience 
here has led me to understand more in terms of the requirements that some of our 
partners have when looking to do deals with (company).INT2
Though this was studied at university but “at the time you don’t really give that much 
taught and consideration to when you might use it later’_______________________ _
# role modelling influences learning
Modelling as a form of facilitating learning and a source of learning was 
important to the learning and transfer of knowledge by these participants. All 
participants reported having learnt informally from role models either to avoid 
what they taught was ‘bad practice’ or to adopt what they viewed as ‘good 
practice’ to emulate. Modelling was basically by observing and imitating the 
observed behaviour which was carried as models of behaviour to inform their 
own personality formed interpersonal skills. This implies that acquisition of 
knowledge through informal learning could result in both good and bad 
practice and what is
Imitated is at the control of the learner who judges what ‘good’ practice is and 
what ‘bad’ practice is.INTS had picked up his general management skills 
through modelling senior managers:
“picked up ...being involved with the senior management in running the hotel 
generally while food and beverage is my specialism, you still have an 
awareness and you see the other aspects of the hotel, and you get the day to 
day knowledge that you pick up as a team with the other senior managers you 
take on some of those, or you learn some of the things they are 
doing....through being aware of what’s happening through being interested, 
and enthusiastic about it through having gained a kind of visual skills of what 
is happening around you in the hotel and what they are doing._____________
# New learning is reiated to old knowledge
It seems that participants interlink the separate elements of learning by 
relating the acquisition of new knowledge to the old knowledge. By reflecting 
on what is known and what is unknown, they revalue their existing knowledge 
to see if it fits the requirements and then embark on the search for new
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knowledge to back up if something new needs to be learnt. The managers 
exhibited the ability to interlink the separate elements of their learning of a 
particular knowledge or skill and convert it into an integrated whole which form 
the personal knowledge in their domain. For instance most participants 
recalled their initial learning of food and beverage and how it has influenced 
their acquisition of food and beverage management knowledge. Those in 
accounting also related their old accounting knowledge to the acquisition of 
knew knowledge.
Managers brought a vast amount of knowledge gained from life experience to 
their new learning environment, and used it to determine the knowledge gap 
that they have in relation to the demands of the job. They evaluate the content 
and skill needed from the new learning to be embarked on within the 
framework of their existing or prior knowledge. As such the acquisition of new 
knowledge begins with evaluation of what is already known. The quotes below 
explicate this view.
I had technical background. That didn’t come from university .1 did my A level in 
computer. I kept my interest throughout the university. So I had knowledge in IT like 
what available in IT, it is not from university also self taught. I had lots of knowledge 
taught with computing and also from university.INT11________________________
For example INT16 when faced with how to deal with students’ attitudes 
during events, recalled her knowledge learnt from the university when she 
was with students’ issue.
“...like I was saying when it comes to tickets I know student’s buy them late so you 
don’t hold them back up close you know that’s it.”INT16
The fact that old knowledge informs new learning was also expressive as INT7 
points out:
It was more like, you learn from scratch about how they do things here but that’s 
about the job and about what you learnt in the university there wasn’t anything I didn’t 
need to learn about marketing, I didn’t need to know about finance but generally I 
knew you had to work with it and you wouldn’t get into trouble and then you had to 
pave your way in order to get good things and the fair share was running in the dark 
as to what things cost, now I have been able to trim things down but until you’ve done 
it once you don’t really know because unless you keep on budgeting in the second
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year that you then decide this is going to come down and that can come down and 
you don’t learn anything new.(INT17)...
...I suppose I am drawing on my past experience in terms of, I have done quite a lot of 
corporate events for the company so I would try to think what work when I use to do 
that. I think it enables me to think practically about the whole event process from start 
to finish
* Identification of scenarios in the past can influence present 
knowledge or course of action
The participants evaluated situations based on past experiences which could 
be found even in early nurturing processes and bring to current situation 
whereby lessons learnt from past experience are used to determine course(s) 
of action. In addition, participants transferred knowledge from the past to use 
in the present by way of comparing scenarios of the past INT9) where the 
action was witnessed and drawing on what was learnt. They then either 
imitate or adapt to meet what is relevant for the present situation.
“I learnt from being taught in the university from the very first business level like how 
to serve a drink, ...and others things I learnt through when I was working in the 
industry then I recognized how different other businesses had done it and how you 
can sort of apply that to what you do and how I worked along side other managers 
and they run the function while I will waitress them or seek advise to see how they 
were running the function to a standard if you like and how they expect you to serve 
everybody and clear well, and how, so very”(INT13)
I suppose I came up with the scenarios based on the information I had and I had
limited information compared to what I needed It probably mainly gut feeling but
the same time it probably I don’t know it must be trial and error over the past kind of 
6years of knowing and being able to quickly dismiss what is irrelevant and what is 
relevant (INT9)
The above is explicit of the mode of transmission being by scenarios of the 
past.
* Pre-managerial learning serves as a catalyst for managerial 
learning
Participants in the study referred to the contribution of what they had learnt 
before taking up managerial position as forming a catalyst for managerial 
learning .They found their early life experiences as building blocks which
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created in them the ability to manage those operations from a management 
perspective, having gained insight from the grassroots level. Knowledge 
gained in early years can help to advance managerial work. These were 
however in the form of either interpersonal skills or the technical operational 
aspect of their work as evidence by these participants as presented below:
“I had managed shifts and supervised shifts at the hotel I was working at since I was 
a kid which was my first proper experience in management... operational 
management nothing too serious, but I was managing quite busy, quite big hotel for a 
nineteen year old... so when I actually came to doing it properly after graduating I 
didn’t feel thrown in the deep... I felt I had the right tools to do the job. “(INT15)
I N T 4 :  I guess I did something in my dissertation which is some form of writing for 
example I guess, and I think on this occasion I had a lot more material to do than I 
had in the past. I mean the process is still very much the same as writing report when 
I was in college having some kind of structure and a plan.
# Educational process leads to self confidence and not necessarily 
competence.
The participants referred to self confidence as a key outcome of their 
education process, though their ability to translate what they learn into 
application depends on the support they get from the ‘community of practice’. 
If they are given the opportunity to use their knowledge from education, they 
can transfer but if they do not get the opportunity, then it becomes dormant or 
extinct knowledge that will require re-learning before application. For instance 
INT16 was confident with her events job due to what she had acquired from 
education.
The event module at Brookes was great fun but however it was more confirming to 
me that I could do it already, I didn’t learn much new from it, it was confirming that 
you could do it. You are confident in it and you could move on.... This module at 
Brookes that I did. Here it was just building on that on a much bigger scale and 
having to deal with a lot of other things sometimes (INT17)
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# Efficient application of knowledge leads to confidence
One of the themes that emerged was that, though people acquire knowledge 
from both formal (explicit) and informal (tacit) sources they are confident that 
they have the knowledge only when they have successfully transferred it from 
learning to application. They only judge themselves to possess the know-how 
only when they have had opportunity to apply their acquired knowledge. This 
is of particular importance to this research. It is evident that these participants 
support the view of this research that simply acquiring knowledge or having 
learnt about something does not make you automatically able to use it. Being 
able to use it results in confidence and further usage, and also establishes 
your ability in the area.
“Did not know because “had never done anything of that scale before” and hard to 
learn it by taking advice from line manager and colleagues “who have done it before 
in the past. Their knowledge is very important to me.” gain experience as you get in 
the company by actually conducting the work with the given methodologies”INT4
# Acquisition of tacit knowledge in particular context has 
saturation point
Transfer of knowledge beyond immediate context depends on type of 
knowledge. Efficient utilization of knowledge is achieved where the knowledge 
domain matches exactly the knowledge requirements, as different types of 
knowledge are applicable in different domains, depending on the knowledge 
requirements for the tasks involved. Any knowledge which is not used 
becomes redundant until it becomes useful again or forgotten over a period of 
time, where it becomes lost to long term memory.
6.3 Meta-themes generated  
Bounded knowledge
The meta theme ‘knowledge boundaries’ refers to the instrumentality of 
knowledge in terms of relevance and usefulness of acquired knowledge that
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creates the limitations of knowledge use, application, and creation. It was 
evidenced in the managers’ stories that, possession of the knowledge was 
one aspect, and it is only when an opportunity arose for its application that 
one could demonstrate the knowing and determine the boundary of the 
knowledge that one possessed.
• B y  r o l e  r e q u i r e m e n t s  
Managers tended to seek, to learn and apply knowledge bounded by their job 
roles, especially depending on the stage in their career development or level 
of responsibility. Most of these managers in the study carried out responsibility 
as functional specialists. Having been through vocational education where the 
knowledge acquired was delivered in a functional manner, these managers 
did not seem to appreciate the holistic nature of knowledge and tended to 
compartmentalise their knowledge, based not on what they had gained from 
the education process, but rather what they were applying to their job roles.
For example someone handling reservations felt that the sales aspects were 
the responsibility of those handling the sales function. If they are in food and 
beverage role, then the human resource issues must be sorted by the human 
resource specialist “because it is their job”. By so doing these managers tend 
to handle their jobs bounded by their functional limitations which is reflective 
of their vocational education curriculum.
A key issue associated with the effectiveness of both formal and informal 
learning is the degree to which the knowledge acquired from the learning 
episode can be generalised and used in a variety of managerial scenarios. 
(Laker, 1990 in Enos et al., 2003).
His ability to use the knowledge acquired is however limited in terms of role, in 
terms of the lead time between acquisition and application which is affected 
by memory recall and the context. What counts as knowledge therefore 
depends on the demands of the job, the distance between acquisition and 
application and the context in which the knowledge is applied.
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With regards to sub-category of role, the nature of the role that a manager 
plays on the job, brings together elements of the role that exposes the 
manager to what she/he knows, how much can be applied and meta cognition 
of what can be learnt. Knowledge boundary is exhibited when we look at the 
role played by three the events managers.
Though they had same job titles and all worked in academic institutions, they 
played different roles in their institutions and therefore the context affected 
how much of the knowledge content they applied and the nature of the 
knowledge that was required. Considering INT16 and INT17, they both had 
the same background of hospitality education from same institution and were 
both carrying out events function.
As much as INT17 was in charge of events in a school setting INT7 and 
INT16 also both shared commonality of working in events in higher education, 
context however was different in the sense that their job description was not 
the same. While INT16 was directly in charge of planning for food and 
beverage provision and needed more of her food and beverage knowledge, to 
the extent of going for more formal training in wines, IN I 17 did not need to 
apply her food and beverage knowledge to that detail as she was not as 
involved as in the food and beverage provision beyond coordinating the 
activities of those directly in charge in her context. For INT16, she had direct 
responsibility and was therefore deeply involved from the planning to the 
execution stage and therefore needed a larger expanse of food and beverage 
knowledge.
The managers compartmentalised knowledge using role boundaries. Even 
though they had been on same programme with peers and learnt employment 
law and other human resource issues together, they compartmentalised the 
knowledge into roles by associating role with possession of specialist 
knowledge in the specific role and as such either sought counsel or delegated 
such issues to the specialist. The interesting observation was that the very
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subject areas that hospitality programmes offered as core subjects were the 
very knowledge areas that these graduates regard as specialist and therefore 
needing specialist attention.
The participants regarded their background as being made up of operational 
knowledge rather than generic knowledge areas. They measured their degree 
of ignorance by the difference between what they knew and what was to be 
applied. The managers generally recognised and dealt with the gaps in their 
theoretical knowledge and practical experience by incorporating each into the 
other to make the learning of a particular subject or situation theoretically/ 
contextually complete or by dealing with the difference between the theoretical 
concepts and observation of practice.
Upon discovery of what knowledge was required and how much of it they 
possessed, they wee cognisant of the required learning processes that were 
needed to acquire such knowledge. They were exquisite about the relation 
between what was needed and the best way to learn it. In general, the 
knowledge boundaries determined how the managers acquired and integrated 
their knowledge, how they refined and extended their knowledge and how 
they were able to use their knowledge meaningfully. The knowledge boundary 
theme is related to the sub categories of
• T i m e  b o u n d a r i e s  
In terms of the sub category of time, knowledge which is not used became 
forgotten knowledge and resulted in the inability to recall it for application. 
According to INT8 this leads to people going in for MBA programmes to 
update their knowledge. Many of the managers explained that most of the 
content of what they had learnt in their education only became useful at the 
higher levels of management which they occupied at a latter stage in their 
career and by which time they would have forgotten or lost it to long term 
memory. The ‘forgotten knowledge’ seemed to be related more to the explicit 
which was often learnt by rote than tacit as most respondents referred to 
effective transfer and application of interpersonal skills learnt from school days
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to their current jobs, while these same people seemed unable recollect even 
some of the titles of the course studied in their higher education programme. 
This relates to the context specific nature of the need and use of tacit 
knowledge and the difference between knowledge and knowing. Those 
‘known’ through participation in practice was easier to recollect than those 
acquired in the form of explicit knowledge by way of instruction.
The next meta theme was about the duality.
Duality
Duality here refers to the polar nature of both content and nature of learning 
and knowledge. Viewing knowledge and learning as a duality can help explain 
the cause of the debate on the relevance of vocational education. The study 
revealed that for both knowledge and learning constructs, there was an 
evidence of dual dimensionality in terms of both content and process or 
structure and process.
Participants always presented two sides to their learning stories differentiating 
between that which was explicit- ‘knowledge’ and that which was tacit- 
‘knowing’. They went on further to differentiate between the place where each 
is best acquired and the best way to learn each. The belief that the two types 
of knowledge and two forms of learning (formal and informal) complemented 
each other seemed evident from the study results.
This encapsulates references made by respondents about the way that they 
needed to know the ‘how’ and the ‘what’ they had learnt from their education 
process. On the other hand, they also felt that, they needed the ’what’ and the 
‘why’ from their education to interpret practice. INT16 and INT3 make this 
clear as presented in the case studies regarding how their tacit and explicit 
knowledge interacted to inform their practice in food and beverage 
management. They both reported having an urge over their counterparts who 
had only knowledge from experience to rely on in their decision making.
341
(2fvopte/t 6
From the narrative it was evident that no matter how knowledge is 
characterised, it had a dual dimension of tacit and explicitness that were 
complementary facets. Learning to acquire knowledge was also shown to 
have a dual dimension, that is, formal and informal learning were 
complementary. Once it is accepted that both phenomena have dual 
dimension and each had different context for acquisition and transfer, then the 
debate of ‘relevance’ will be moved forward. Both academia and industry have 
been out in search of the most appropriate curriculum that will result in the 
making of the ‘competent hospitality manager’.
This has resulted in industry blaming academia for not doing enough in the 
preparation of the graduate managerial work force for the task ahead of them 
in practice. It has been established from the findings that there are two sides 
of the coin that have different designs. Knowledge has a dual nature and so is 
its learning process. One is ‘situated’ and located within the context of practice 
in the work place and the other in the formal environment. One is regarded as 
‘knowledge’ and the other as ‘knowing’.
he findings revealed a breadth and depth of management knowledge that 
seemed to incorporate an amalgam of theoretical knowledge (knowing that 
and knowing why) and practice based knowledge (knowing-how and knowing- 
who) which is presented as ‘knowing’. It was observed that there was a 
constant interplay between ‘knowing-that’ and ‘knowing-how’ with context 
playing a moderating role.
Knowing/ recognising knowledge deficits is shown by knowing more 
information is needed understanding that specialist information is necessary 
and knowing where and how to access specialist knowledge and knowing
W o r k i n g  a n d  l e a r n i n g
Another aspect of the results is learning in- work which is in supported by 
Brown and Duguid’s (1991), perspective. Though literature seem to suggest 
that there should be more emphasis on informal learning, there seem to be 
no contention that formal learning should be abandoned in favour of context
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dependent informal and situated learning on the job. The managers were 
very clear on the contribution of each to their modes of acquisition of 
knowledge, while clarifying which context was perceived as best for which 
knowledge. The issue is more of determining the pedagogical /androgogical 
significance of the findings and to promote appropriate and effective 
techniques and practices within each learning environment so as to foster 
meaningful learning for effective transfer. Learning that is aimed at tacit 
knowledge should not be divorced from its context-an idea promoted by 
situated learning theorists.
However, irrespective of what form of knowledge, it is said to reside in people 
who need to share. This lead to the third meta-theme of ‘interactions’
Interactions
Learning involves the presence of a knowledge source and it also a constant 
interaction between an individual and his /her experiences and environment. 
The results of the study are full of various interactive processes within 
management knowledge and learning. From a knowledge perspective, there 
is constant relationship between explicit knowledge and tacit knowledge. 
There were interactions between the factors that lead to learning such as the 
challenge faced with the work, support and feedback and confidence to apply 
knowledge through trial and error. The contextual factors that regulated the 
learning process were the role and associated structure of work and 
encounters and the relationships with people at work.
The interaction between the learning and previous experience exposes the 
knowledge gap. It determines what is lacking and needed to be learnt.
There is evidence in the study to show that managers related their learning to 
their previous experience. What was needed was dependent on knowledge 
gap which was also dependent on the interaction between experience and 
learning. For example, INT11 realised from interaction between his human 
resource knowledge acquired from his hospitality programme and the 
experience of handling human resource issues on the job that, there was a 
knowledge gap. This called for use of specialist consultation or further studies 
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to bridge the gap. There was also an interaction between the managers and 
their environment. Where the environment suited a preferred way of learning, 
learning would be achieved. A look at INT2 shows that, to learn needs an 
environment, as learning cannot happen in a vacuum. He uses as an 
example, the difference between his accounting class room environment and 
that of the economics class.
The interaction with his economics classroom environment was positive 
which made transfer of learning to application possible while that of 
accounting because it was negative led to his inability to transfer what was 
learned in the education process to practice. The quality and quantity of 
experience go to affect level of success of future adaptation.
• R e l a t i o n s h i p  a m o n g  k n o w l e d g e  c o m p o n e n t s
The process of knowing and learning are inextricably linked and were seen by 
participants as mutually enabling. For instance, INT16 explained her need to 
have knowledge on the properties of wine and combining it with actual 
knowing how wine relates to food by tasting the wine with the food. This is an 
identification of the relationship between ‘know what’ and ‘know how’. She 
needed to know explicitly the qualities of having tacit understanding of those 
qualities through actually experiencing it. It is however possible to operate on 
the basis of one or the other without the interaction depending on the task. . 
The two groups of knowledge however inter-relate in the sense that ‘know- 
what ‘imparts choices concerning the selection and performance of needed 
task and thereby affect the experiential knowledge base while experiential 
knowledge shapes what information is attended to and how it is interpreted in 
decision-making. INT3 shows this interaction when talking about the 
recruitment and selection process that he had to go through.
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Interaction between knowing and doing
The “interactive “dance” between “knowledge” and “knowing(Brown and 
Duguid 1999), which is based on the concepts of tacit and explicit knowledge 
was evident. Here knowledge serves as a tool for knowing while knowing 
serves as an aspect of ones interaction with the social and physical world. 
The interplay of the two they claim may result in generating either new 
knowledge or new ways of knowing or both. All participants transformed their 
knowledge from tacit to explicit and vice versa depending on what they need 
to do and what they needed to learn.
• R e l a t i o n s h i p  a m o n g  l e a r n i n g  c o m p o n e n t s
Because different types of knowledge call for different types of learning, the 
need for relationship among knowledge components leads to the need for the 
learning components to interact. For instance INTI had to use informal 
learning on the job to acquire the tacit aspect of her accounting knowledge 
within specific job context. From the above findings it can be construed that 
the transfer of knowledge and learning between education and the workplace 
is all about r e l a t i o n s h i p s .
It s all about relationships'
Management knowledge and management learning is about relationships. 
Relationship formed the basis that determined the ways and from whom 
people acquired knowledge. The acquisition and application of knowledge 
appeared to be influenced by various interactions of the dual concept of 
content and process, of both knowledge and learning and how they relate to 
each other.
Explicit and tacit knowledge are on a continuum and complement each other. 
What is used of both within any context depends on the task or role to be 
performed. The same relation is inherent in managerial formal and informal
345
(SRxyittt 6
learning. Formal learning develops the principles that the personal knowledge 
may need for a particular task or role.
From the result of the study, it was obvious that there are various dyads of 
interactions within the framework of management knowledge and learning. It 
identifies and illustrates the link between management knowledge and 
learning in the sense that a focus of one concept necessarily affects and 
invites a focus on the other. Competency research tells us of desirable states 
that will lead to proficiency but seldom reveal the detail of the phenomena or 
just how important we might create the desired state. This research set out to 
find how the desired state of competence can be achieved using a cognitive 
approach.
Findings revealed that generic skills which were relational in nature developed 
‘informally’ through experience and interactions between learners and their 
environment, including those between peers, superiors and subordinates, 
while the professional skills developed through a combination of formal study 
and learning in the workplace. The general approach to learning was varied 
including asking questions, practicing or ‘having a go’, trial and error and 
observing others or getting them to demonstrate or coach and reflect on their 
experiences. Which method they used however depended on what was to be 
learnt.
The qualitative data revealed that the relationship between management 
knowledge and management learning clustered into an overarching theme of 
relationships within which the meta-themes of knowledge boundaries, 
interactions and duality reside. These also have sub-themes that emerged 
from the analysis clustering under them
6 .4 . C hap ter Sum m ary
This chapter has looked at and discussed the themes that emerged from 
analysis of the interview data on how managers acquired and applied their
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knowledge to their work situation. The findings have confirmed that though 
there is a dichotomy in both the types of knowledge and their corresponding 
sources of learning as presented in literature(see chapter two), they are 
however mutuality complementary in their application and cannot be 
separated in a distinct manner. They interact with each other in the creative 
action of human beings. From their experiences, participants of this study 
have used knowledge as information; applied it to determine information 
needed; carried it as principles with potential for action; manipulated 
knowledge for performance improvement; used it to understand their jobs and 
its requirement and applied it to their jobs to display their competence or lack 
of it.
Knowledge was seen to be bounded by role, time and context of both 
acquisition and use, coupled with the fact that it had a dual dimension, which 
are complementary to each other. As knowledge resides in human beings its 
acquisition called for interaction between the knowledge producers and 
knowledge consumers.
The process will determine how and what has been learnt. This calls for 
relationship between the content, process facilitators of learning and the 
learner who is the manager. Management knowledge and learning is therefore 
all about relationship between the knower and the knowledge and between 
the learner and the learning environment. Given the nature of meta themes, 
the resultant proposition is that:
Management knowledge and learning is a game of duaiity and 
interactions that must be piayed between knowledge producers and 
knowledge consumers for competency development in the emerging 
manager.
Evidence from the data shows that when learning and its context of 
application are separated, as supported by behaviourist and cognitive theories 
learners see the knowledge gained as final product of the education process 
rather than a tool to be applied dynamically to solve problems in their work
347
situation. There is the need for constructivist approach based on experiential 
learning theory (Kolb, 1984) where the inter dependence of situation and 
cognition are promoted to allow for effective transfer of knowledge to 
application. Eraut (2000) however proposes that irrespective of how 
knowledge is acquired there will always be new learning unless the context of 
learning is mirror image of context of application. The findings are in line with 
Bruner’s thinking,
“All knowledge is negotiated; all knowledge is transactional” (quoted in
Herrington and Oliver, 2000:38).
“Individuals and groups clearly make use of knowledge, both explicit 
and tacit, in what they do; but not everything they know how to do, we 
argue, is explicable solely in terms of the knowledge they possess. We 
believe that... individual and group action requires us to speak about 
both knowledge used in action and knowing as part of the action (Cook 
and Brown, 1999:382-3).
It can be seen from the themes emerging from the study that the knowledge 
that is acquired is searched for, based on appreciation of its relevance for use, 
through interpretation and understanding of the situation needing the 
knowledge. Having acquired this ‘useful knowledge’, how it is transferred to 
usage may be by simple application of principles or know-how, adaptation of 
past scenarios to what is needed in the present or appreciation of the 
concepts and context for problem solving and decision making.
The emerging themes deduced as presented in this chapter are largely 
confirmatory in nature and have provided empirical evidence to support what 
is recorded in the literature that there is a link between type of knowledge and 
nature of learning. It has also supported the need to for education to consider 
use of both process and content based interventions to address the theory 
/practice gap.
It has also confirmed the need to back the teaching of theory by opportunities 
for practice as viewed by Mintzberg (1975)
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The next chapter contains the discussion and the conclusion that is made out 
of these findings.
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Chapter Seven
Discussion and Conciusion
‘...all knowing is personal knowing-participation through indwelling...’
(Polanyi, 1962:44)
7.1 Introduction
In this final chapter, the findings of the research is summarised in relation to 
the original research questions. This is followed by a discussion of the 
implications of the findings and their contributions to the related literature 
reviewed.
The research set out to explore empirically, what knowledge managers apply 
to their trade of managing available resources and the role that learning plays 
in the acquisition and transfer of this knowledge from source to usage. The 
primary objective of the study was therefore to develop in-depth 
understanding and insight into how managers learn to manage and the 
context was the hospitality industry.
The objectives that guided research were:
• To capture a portrait of/ or explore the knowledge ‘in use' by 
diagnosing problems and decisions for their knowledge content.
• To elicit the sources of the applied knowledge.
• To investigate how knowledge was transmitted from acquisition to 
usage.
• To identify the key issues that need to be addressed by education and 
industry to improve the development of hospitality managers based on 
the findings of the study
Based on the perusal of relevant literature and preliminary studies, a 
proposition was suggested that:
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The way knowledge is acquired and transferred to appiication is 
dependent on the type of knowiedge-procedurai/tacit or 
deciarative/expiicit This wiii in turn determine from where it 
shouid be acquired - industry or education.
This was further translated into methodological objectives of:
1. Identifying and categorizing the typology of knowledge in use by 
hospitality managers, in the context of their professional job role of 
decision-making and problem solving.
2. Presenting the typology of knowledge which emerges in the study and 
comparing it with those presented in literature on professional 
knowledge and competence, and
3. Identifying the learning sources in terms of activities and modes of 
learning.
This chapter therefore sets out to find out how these were met and how the 
discovery from the managers' stories can inform the various interest groups 
towards the development of the ‘c o m p e t e n t  h o s p i t a l i t y  m a n a g e r "  by discussing 
how this study has added to knowledge.
The goal was to learn from the practitioners' own experience, what knowledge 
informs their practice and how the personal knowledge that informs their 
practice is formed. Using the hospitality industry as a context, it sought 
through the stories of these graduates, to gain insight into knowledge and 
learning that is needed for development of the professional's knowledge base 
so as to be effective in the performance of the hospitality manager's job role.
This was from a perspective that examines what and how people learn and 
how they interpret what they learn. To determine where the needs or gaps are 
in terms of curriculum offerings and areas that may need modification to 
achieve relevance for practice. To this end, it was to explore how to contribute 
to making the higher education hospitality curriculum relevant for its purpose. 
The content analysis of the 17 interview reports revealed seemingly 
confirmatory but significant information for educators, practitioners and
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emerging practitioners. This is however new for the hospitality management 
profession where the explicit/tacit dimensions of the knowledge base of the 
practice has not been considered in terms of looking at the underpinning 
knowledge for competence development.
It sought to identify the common themes, if they existed, in the managers’ 
description of the alternate pathways by which they had acquired the 
knowledge used in performing their jobs and how it had been transferred into 
practice from a state of knowledge to knowing. The findings exhibited the 
various means by which learning was achieved.
Based on the findings of the study, suggestions and recommendations are 
made to the effect of how the industry /education debate or the theory -  
practice gap is addressed. The general message however is that realistic 
development of a competent manager is not the sole responsibility of the 
education curriculum even if an experiential teaching and learning approach 
based on constructivism is used to develop the curriculum.
Developing a competent practitioner is an on going process that requires 
mutuality and collaboration between education and industry in their effort to do 
so. First the findings from the manager's stories on knowledge and learning 
are summarised, followed by the discussion and conclusion made on the key 
themes revolving around the phenomenon under study.
7.2 Summary of findings
It is not debateable that both hospitality educators and practitioners agree that 
there is the need to have a curriculum that will ensure that the graduates that 
are turned out are well equipped for the task ahead in the turbulent work 
environment they are heading for. There is also no contention that the nature 
of hospitality work calls for a combination of information based theoretical 
knowledge and experienced based practical knowledge. The bone of 
contention is degree of relevance of what is acquired from the education
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process to the work place. As a result of this study, it has come to be believed 
that the issue is more of a transfer problem than a relevance of content issue 
per se.
Therefore, the first objective of this study was to identify the knowledge in use 
while considering how knowledge transfers between education and the work 
place. This objective was met by using knowledge elicitation technique to 
capture the knowledge in use.
The main message that emerged regarding the research objectives is now 
discussed:
1. What knowledge is being learnt
The participants in this study had acquired knowledge for both their varying 
job roles and the inherent tasks that they needed to perform within those 
roles. Both task specific knowledge, which was technical in nature and people 
oriented knowledge had been accessed through their learning processes and 
was being utilised. Together with this was the general ability to manage and to 
execute their job roles.
They were in the form of theoretical knowledge constructed in academic 
context used to critique practice, procedural principles and theoretical 
justifications such as ‘a  b a l a n c e  s h e e t  m u s t  b a l a n c e ' ,  generic skills and 
practical skills needed for competence in their job activities and for performing 
job related roles which included leadership and general knowledge about the 
domain of practice. The findings from the research suggest that there is a 
wide continuum of both knowledge and its sources from which these 
participants were drawing from to inform their job responsibilities. The key 
ones that were generic in nature were however human resource, 
communication, accounting, interpersonal and problem solving know-how and 
the ability to work with others or in a team.
All of these had both explicit and implicit dimensions which determined which 
aspect could be learnt implicitly and informally and those that could be learnt
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explicitly. The participants who were in leadership capacity had learnt how to 
deal with human resource and interpersonal skills. They had learnt the explicit 
aspect of it by seeking information from people or from textbooks while the 
people aspect had been mostly learnt by informal means through various 
forms of interactions. As such what was being learnt included both the content 
of the job including the processes and self knowledge by way of developing 
their personality.
The content was both context specific with little direct applicability, at the 
junior management level, of the decontextualised knowledge that they had 
carried from their education to their work place as generic knowledge such as 
human relations, communication and leadership and analytical thinking. 
These are the skills and competences identified in hospitality and general 
management literature (see Mintzberg, 1975, Katz, 1974, Kay and Rusette, 
2000, Baum, 1990 and others as cited in chapters two and three). The tasks 
that confronted them were diverse in range and complexities as compared to 
what was gained from their experiential learning during education.
The personal knowledge of the manager is highly determined and shaped by 
the nature of experiences gained from informal learning, personal history 
(including the early learning process and activities) personality variables, 
subject matter knowledge obtained from formal learning which guides the 
actions and reflections. These were:
An examination of the learning stories pointed to the various sources from 
which the input for personal knowledge originated. These included both social 
life experiences informal and formal learning. It is clear that not all the by their 
very nature could be acquired in the vocational education settings. Despite 
Mintzberg’s (1975) advice for incorporation of practical activities in 
management education, it seems to be easier said than done. This is 
because some ‘knowing’ is achieved over a period of time in a ‘community of 
practice’ usually in the workplace of the profession, such as a hotel or catering 
environment through ‘legitimate peripheral participation’ which the context in
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the education environment is limited in scope and time and also where these 
academic environment are bounded by the pressures of time and space.
The findings point out that some knowledge will remain at the extreme end of 
the tacit dimension and as such will not be easily acquired from the limited 
exposure that the time and financial pressure on higher education can 
accommodate. Some of the job learning component cannot be integrated fully 
and used as input in hospitality management education because they are 
‘picked up' in the community of practice, apart from the practical laboratory 
work and placement which is already carried out for most programmes. 
Though there is advocacy for the use of multimedia to combat such defects its 
effectiveness as constructivist intervention is limited by the very nature of the 
education environment.
Educational approach that uses an experiential curriculum or what is now 
being labelled enquiry based learning approach may help solve part of but not 
all the ‘relevance’ debate. Hospitality domain and its practitioners and 
educators need to accept this as has been appreciated by professions such 
as accounting, law, engineering and medicine where compulsory post 
qualification learning strategy is planned for new entrants into the community 
of practice with varying degree of structure (Eraut, 2004).
Here the other issue may be whether management and for that matter, 
hospitality management is regarded as a profession to accord its new recruit 
such guided socialisation into the practice. Internally within the industry itself, 
is the issue of whether higher education degrees are regarded as relevant. 
The CHME/HEFCE (2000) study reported of a general; acceptance of 
graduate recruits for the industry but recruited for what jobs? Graduate level 
jobs or ’job for the boys’ to cope with generally reported skill shortage 
plaguing the industry or genuine acceptance of graduates into the community 
of practice as done for other professions like accounting and consultancy 
work.
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Management work involves the interrelated use of practical knowledge in the 
form of routines, procedures, and processes and the prepositional knowledge 
in form of discipline based theories and concepts which underpin the 
application of the practical knowledge. The managers tended to regard their 
knowledge from education as a form of information and only personalised it 
into knowledge when effective transfer from acquisition to application was 
achieved During usage. The participants in this study were fully aware of the 
importance of having both explicit knowledge which they treated as 
information to inform practice and skill related implicit knowledge.
2. How is it being iearnt
The second objective of the study was to identify where the applied 
knowledge is best learnt-education setting or experience on the job. This 
objective was achieved by finding out from the interview respondents how 
they had achieved their learning. Similar to findings by Enos et al. (2003) and 
findings by Eraut and others (2004) on learning by young professionals, these 
Managers had learnt from both formal and informal learning activities, some 
intentional and some implicitly and in retrospect. The learning episodes that 
these managers presented showed that the participants were constantly 
discovering and transforming knowledge. They were acquiring explicit 
knowledge and applying them as principles to practice which often resulted in 
its transformation into tacit knowledge. By reflecting on them, they converted 
the principles into mental models which they carried along. There were 
interplay between types of knowledge and that between forms of learning.
The participants referred to their hospitality education as learning source for 
hard information based knowledge, with a few examples of soft experience 
based knowledge such as presentation skills reported as being acquired from 
the education process.
Majority of them cited learning most of what they know from people either 
implicitly or explicitly. This supports the knowledge as ‘indwelling’ metaphor
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and subjective nature of knowledge and the social dimension given to 
acquisition of knowledge especially the tacit understanding and processes 
and routines. The work place was a locus where most of the participants had 
engaged in many forms of learning activities. Here they not only practiced and 
transferred their old knowledge but acquired new knowledge and skills. In 
doing that, they also learnt by teaching or sharing what they knew with others.
What was significant was the role that their early nurturing experiences were 
recalled as being the backbone of their interpersonal knowledge and 
development of their personality. The vehicle of decision making used in the 
research to tap the learning and transfer experiences helped elicit information 
on how managers depended on consulting people ‘ w h o  h a v e  d o n e  i t  b e f o r e '  
or ‘p i c k i n g  i t  u p ’ or ‘ t h r o w n  i n  t h e  d e e p ’ or using ‘ c o m m o n  s e n s e ’ or ‘ g u t  
f e e l i n g '  as methods of learning.
The participants did not have a preferred locus for learning in terms of which 
form -formal or informal was better but they were more concerned with which 
approach to the learning process, in relation to cognitive, behavioural or 
humanistic approaches, will help them achieve their learning objectives in 
terms of the nature of what they sought after, be it data, information or 
knowledge. They employed emergent learning approach when they informally 
acquired knowledge from colleagues by formal coaching arrangements or self 
learning.
On some occasions, the discomfort of having a knowledge gap in relation to 
what they need to know and what they do not know stimulated their search for 
new knowledge or renewal of old knowledge. If what is sought after is explicit/ 
information-like and declarative in nature, they were likely to seek from explicit 
sources but with a preferred approach of looking for it from human experts 
rather than data bases. The dominant learning activities were observation and 
imitation of what has been observed together with listening to stories from 
experienced practitioners whom they perceived as good role models to learn 
from.
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3. How is it moved from acquisition to usage
The third objective was achieved through analysis of what the participants 
said about their knowledge base and its acquisition and its implication for both 
theory and practice. No attempt was made to compare the results with 
curriculum as it became obvious that the perennial problem cited in chapter 
one was more to do with mode of learning in relation to type knowledge and 
transfer of knowledge between education and the workplace. That is from 
acquisition to application rather than knowledge content per se.
This brings in the issue of the relationship between the nature of knowledge 
and the best way to transmit it whether it is through educational setting or the 
work place setting. In other words, the advocacy for formal or informal 
learning rests more on the nature of knowledge or what is being learnt than 
just location of learning. Researchers like Eraut(2004) and his colleagues who 
have been doing extensive work on how professionals learn in educational 
and workplace settings have discovered that knowledge acquired from the 
workplace may overlap with that of education but with obvious difference in 
mode of acquisition and transfer.
The key findings of this investigation imply that vocational tertiary education in 
hospitality management has effective contribution towards the development of 
managers for the industry. However, not all knowledge can be learnt in the 
education setting as the tacit knowledge calls for socialisation within 
communities of practice and usually takes a gradual process whereby the 
knowledge emerges.
The participants perceived their hospitality education was ‘potentially’ useful in 
the sense that what they had acquired from their education process was 
applicable to industry needs but how relevant each component become to 
them was directly related to the role they occupied and the tasks they needed
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to perform. It was clear that apart from those who went straight into non 
operational jobs like consultancy and accountancy practice, the usefulness of 
the bulk of their formal education knowledge was irrelevant at the early stages 
of their career. They however become relevant at the time when they have 
been forgotten.
It also highlighted the importance of incorporating a blend of experiential 
learning experiences beyond the limited “life operations” being offered by 
most institutions that will develop practical knowledge, thereby preparing for 
future management roles. Though there was evidence from those in 
operations for the need to practice craft skills such as laying of restaurant 
tables, the need to have practical know how in managerial skill such as 
problem solving and leadership was also clearly established.
7.3 Discussion of findings
The descriptions given by the participants regarding how they achieved 
managerial learning indicated that the type of knowledge required to work in 
the complex work environment is mainly bounded by the task, and role being 
performed by the person and the degree of ambiguity inherent in the task 
performance. The research has proved that managerial knowledge bundle 
may be sourced from varied locations of learning; however its usefulness in 
terms of utilisation within their work situation is dependent of the relevance of 
what they know to be the needs of the role or task.
Where what is known is not required, it becomes irrelevant as far as the 
requirements of the job are. Learning how to manage is also a complex 
process that has a propensity to influence an individual’s performance in the 
work environment or practice. The knowledge and learning literature contends 
that majority of the learning takes place informally and usually at the work 
place (Eraut, 2000., Enos et al. 2003 and others) and is 
emergent(Watson,2004). These observations have been confirmed as being 
the case for the hospitality industry.
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The findings of this study confirm this view but with some reservations. It was 
found that in as much as the managers talked a lot about their informal 
learning, majority emphasised the gains of their formal learning process. The 
gains were however not expressed explicitly either because it has become 
routinised in their actions or forgotten knowledge due to inaction or non use. 
Few even (INT3, INT15 and INT16) went on to state the advantage their 
formal learning had given them over those with only job experiential 
knowledge. It was also interesting to note that majority of the interviewees’ 
resorted to formal learning in dealing with operational technical systems and 
emphasised the importance of informal learning in the relational aspect of 
their work.
The study confirmed the point made in literature that the how and place of 
acquiring knowledge was more dependent on the nature and types of the 
knowledge than the content per se as presented in the curriculum, be it 
competence based or not. Therefore, the blanket assumption that the best 
place for management learning is the work place is flawed. Informal learning 
is not a ‘panacea’ for the cure of the perceived irrelevance or ineffectiveness 
of both generic and vocational management education.
These finding are in line with the CHME/HEFCE (1997 and 2000) reports 
graduate employment issues raised within hospitality higher education and 
industry which confirmed the value of hospitality higher education knowledge 
to managerial job role. From that report, industry was happy to recruit 
graduates but the issue is for what purpose.
It had become clear from the study that apart from graduates who had 
diverted to other non hospitality industries and those entering hospitality 
consultancy work, there was no specific entry points for these graduates 
entering operation based hospitality jobs based solely on their acquired 
qualification as pertains in other professions like accounting and nursing or 
even those from MBA programmes. Rather, their position and level of 
responsibility given were based on perceived competence by the employers
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who used the ‘old school’ approach of using ability to do craft level job as a 
barometer for making judgment on quality of graduates.
This indirectly is indicative of lack of acceptance of the capability of these 
graduates due to the acquired educational knowledge as they were rather 
perceived as competence based on their years in industry. This seem to be a 
’mindset’ as these very graduates who had undergone higher vocational 
education develop similar views on their education especially as the move 
from novices to experts in their field of operation. Knowing this is important to 
the study as it relates to the relevance issue.
Accessing and using knowledge from the study has been found to be 
bounded by nature of knowledge. The nature determines the efficiency that 
will result from its use. What role are entry level managers going to play? Is it 
commensurate with their qualification or industry is just trying to have cheap 
labour under the guise of the incompetence of graduates as result of the 
perceived irrelevance of the knowledge that is acquired from the education 
process to the workplace.
From a learning perspective, participants were very clear on the 
ineffectiveness of some teaching approach encountered during their degree 
programmes which they perceived as bad transfer for the accumulation of 
tacit knowledge while promoting the perspective of a tacit dimension. These 
were mostly expressed as ‘y o u  c a n n o t  t e a c h  t h a t  o n e . . .  y o u  h a v e  t o  l e a r n  i t ’.
This view supports advocacy for the proposed contemporary learning 
paradigm that promotes constructionist approach to vocational education. This 
issue raised by the participants confirms Lester’s (1995) view that looking at 
competence or its underpinning knowledge is only part of the relevance 
equation. How these are acquired and used to achieve performance 
standards should rather be the main concern. In the hospitality education and 
management literature, there has been perpetual look at managers and their 
competency though it is often interchanged with knowledge and skills.
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The results indicate that though the vocational curriculum may be reformed in 
terms of content and process such as being done in most hospitality 
programmes by inclusion of experiential learning activities, or whether looked 
at from a competency framework basis, the issue is more to do with the dual 
dimensionality and bounded nature of knowledge. This also leads to the 
concern which should be for the ways in which these candidates for 
managerial work could be educated. It must be done in such a way that there 
will be direct relationship between what is being taught and what is needed on 
the ‘battle front’ of the workplace. The soft side of knowledge, implicit and tacit 
in nature, cannot be fully externalised and is often context bound. As such, 
there is a limit this can be fully transferred in the education process.
Learning is basically interaction focused. Formal learning calls for interaction 
between the learner, facilitator and group which is offered by the work force or 
the groups in the classroom. The acquisition of the tacit dimension of 
knowledge requires the learner to be associated with the community of 
practice, and be embedded in the practice over a period of time so as to form 
his or her own personal knowledge.
The need for this initiation was obvious from the study as most significant 
ways by which participants reported their knowledge transmission were tacit in 
nature. The studies by Eruat et al. (2004), on the nursing, accountancy and 
engineering profession on the early learning of the graduates in these 
professions on the job supports this mutuality view.
The very nature of tacit knowledge which is substantial in the practice of 
hospitality, especially at the operational level, means that there should be 
cooperation between industry and education concerning the distribution of 
responsibility regarding the “making of the contemporary hospitality manager”. 
From the managers stories it could be deduced that they carried their learning 
through means such as using prototype examples; using past scenarios, 
imitating pivotal or prototypical examples, which are then used by imitation 
and as principles.
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The theory practice gap cannot be filled with the numerous attempts to 
externalise tacit knowledge, as not all tacit knowledge can be fully 
externalised by codification. They are however teachable through means of 
facilitating such as demonstration and imitation.
Some education institutions have tried to play the ‘ostrich’ by removing the 
practicum from their curriculum in an attempt to present as business 
programmes. The findings from the study see this approach as questionable if 
their intended market segment is the manager who will be in operations. 
Operational management will call for the technical aspect which includes a 
tacit dimension, and therefore a ‘hands-on’ approach to learning.
Practitioners must also appreciate the inevitable need to socialize new recruits 
through informal induction processes. Professional education must therefore 
be augmented with professional socialization where the new entrants will 
learn the tacit knowledge values and roles and attitudes that are associated 
with their professional responsibility. This view is in agreement with Putney’s 
view that all two parts of socialisation including experiences before entering 
work (anticipatory socialisation) and experiences after entering work setting 
(organisational socialisation) is important for adaptation to professional role. 
This allows them to learn about what is acceptable to the profession. The 
question that one may ask however is whether management is seen as a 
professional occupation with a body of professional base knowledge.
The participants in the study were socialised in their roles through mostly 
informal and individualised means with some relying on both trial-and-error 
and collegial consultation and informal observation. The conclusions that may 
be made from these revelations are now presented.
7.4 Conclusions
This section summarises the conclusions of the findings from this research 
into applied management knowledge and its sources acquisition. The
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conclusions relate to the objectives of the research, having examined the 
managerial competence from a learning and knowledge perspective. The 
findings have confirmed that management knowledge has different parts that 
need to be learnt differently. Fortunately, learning literature has provided an 
answer to how this can be achieved.
The research has demonstrated the link between management knowledge 
and learning. Competency research has ignored the aspect of the nature of 
knowledge and its effect on the learning process.
The dichotomy of knowledge reported in literature was confirmed by this 
research but the tendency to present one as more important than the other 
must be reviewed. From the findings, the perspective of tacit and explicit 
knowledge being on a continuum was a better way to view how these 
participants perceived and used their knowledge. What counts as knowledge 
in any particular setting is what matters. One can lay claim to knowledge in a 
particular context. Knowledge in one context may also be viewed as 
information in another situation. For example, if a teacher just delivers a 
lecture, he may have imparted only the codifiable aspects of his personal 
knowledge which the recipient will regard as information to be tested out 
before it can be developed as knowledge. This makes the issue of how 
knowledge transfers between education and the workplace an important 
agenda to be further researched.
It has been argued in the discussion above that whichever way knowledge is 
divided; the two will always be mutually dependent. Taking a cue from 
respondents comment such ‘no one can teach you th a t... you have to learn' 
there is a clear agreement that not all knowledge can be codified. This means 
not all knowledge can be transmitted in a codifiable language from a knower 
to a learner and also that the managers appreciated the contribution of both 
formal and informal processes of knowledge acquisition.
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What ever knowledge is and however differentiated, the key theme is that they 
are mutually enabling rather than competing.
The implication is that the knowledge that is produced in the education 
process is mutually congruent with that which is produced in the workplace 
and through other informal activities.
Looking at the findings it was clear that most learning that had taken place at 
the workplace had been unplanned. To avoid idiosyncratic knowledge from 
being propagated (Eraut, 2000), industry must accept its role of being part of 
the knowledge production enterprise as established in other professional 
groups such as accountants, engineers and doctors and ensure that, 
additions to the manager's bundles of knowledge from industry will be 
consciously provided through induction into the community of practice. 
Socialisation and networking which facilitate such opportunities for learning 
must be encouraged.
The bottom line of the debate is that there are two sides of the ‘coin' for both 
learning and knowledge which is based on interaction between each calling 
for interrelationship between learner and knower. This is intervened by the 
growing innovation which affects the knowledge boundary. As such a look at 
continuing education as a solution to maintaining professional competence 
and combating obsolesce as viewed by Van der Heiden (2002) is a good start.
Methodologically, the research has demonstrated both the usefulness and the 
difficulty of designing and implementing a reliable knowledge elicitation 
procedure that has helped capture the amalgam of actual knowledge in use. It 
has yielded very specific inputs in competency studies, revealing that, the 
attention should be more towards the how competency is achieved holistically 
rather than what competencies are desirable in the ‘ making competent 
managers'. So what are the implications of developing hospitality managers?
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7.5 Implication of findings towards a fram ework for hospitality 
management education
This study has made an attempt to offer an original analysis of hospitality 
management knowledge, and learning using a cognitive approach so as to 
produce a more comprehensive and detailed account of how hospitality is 
accrued from both academic studies and from experience. Its overall 
contribution concerns the transferability of knowledge from education to the 
workplace. Specifically, it has implications on how to design learning activities 
to ensure that, knowledge which has a tacit component ,and often overlooked 
by educators whose main focus is on the explicit and easy to grasp aspects, is 
appropriately transmitted.
So what do these findings mean for “growing” hospitality managers? The 
findings have implications for educators, practitioners and the students who 
themselves may join either the practice of educating future managers or 
practice the trade of managing hospitality operations.
First, the importance of identifying the nature of the knowledge, that needs to 
be transferred and the environment that augers well for its transfer is 
paramount. This will determine the roles that knowledge producers-industry 
and academia- could interact to achieve the goal of hospitality management 
education—knowledge for competence for proficiency at job role. How the 
learners perceive the interactions will impart on their learning. Thus, 
facilitators whether in academia or the work place need to spend energy, time, 
and thought in carefully developing the learning climate with the idea that this 
will impact not on learners' attitude, but learning outcomes as well. Managers 
in this research study provided good suggestions for instructors when saying: 
“you cannot be taught that...you have to learn i f
From this, it can be suggested that the answer to the relevance question is not 
in what knowledge or competence should be acquired for effective or 
competent practice. It is a truism that competent managers require both
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knowledge and competence to be able to manage in the turbulent and 
unpredictable work place. The approaches based on behavioural and 
cognitive learning theories whereby knowledge is received as objects or as 
competencies to be developed is however not sufficient to ensure that a 
competent manager is developed.
What is needed is a constructivist approach where the process of learning 
which is embedded in practice becomes a continuous and life long approach 
which allows continual reflection on what is learnt, enquiring into and creating 
new knowledge based on this. The learning process suggested here which is 
experiential allows knowledge and learning to be gained by various means 
and transferred through various modes. During transfer into usage, what is 
already possessed -old knowledge and competence which are potentially 
transient and subject to modification become prone to modification and 
reconstruction depending on context. This calls for an integration of formal 
educational knowledge which informs practice to result in new learning. So 
what are the implications for industry and education and the student who 
serve as the bridge between the two?
7.5.1 Practical implications
A general practical implication for these findings is that programmes which 
prepare managers for their job role should address extensively the issue of 
how best each group of knowledge in the curriculum is best learnt and 
therefore facilitate learning activities that will promote the learning of those 
skills. Curriculum designers need to have skills in developing effective 
experiential learning activities as a base for the development of the whole 
spectrum of the curriculum beyond the mostly food and beverage provision. 
This will be better achieved if both academia and industry consider internship 
in each others domain to observe at first hand what the situation is like so as 
to be able to achieve informed cooperation and collaboration.
367
The importance of educators incorporating a wide range of learning 
experiences that contribute to developing tacit knowledge and implicit learning 
must be encouraged. Enquiry based learning being 'tested' by the SCEPTRE 
in University of Surrey may provide some aspect of the solution to this 
endemic problem. This involves doing domain related practices where the 
students are encouraged to have a sense of ownership of the enquiry. It is 
important for educators to focus on situating content in authentic learner 
activities and to engage students in learning activities that require using higher 
order problem solving strategies than the simple application of the rule based 
knowledge in terms of rules and procedures. Here the emphasis must be on 
participation and use and not on acquisition and grades alone. This will 
engage them in the kinds of problems and practices that are likely to be 
encountered outside the controlled education environment.
The use of interactive multimedia and other education resources including 
simulations and videos which encourage students to be involved in these 
higher order problem solving activities where they will be compelled to use 
both cognitive and meta cognitive strategies is an important consideration. 
These multi-media programmes must factor in situated learning approach so 
as to provide the type of learning environment in the educational setting that 
supports and maintain substantial levels of high order thinking. Hospitality 
industry by nature is made up mostly of small and medium sized enterprises 
and as such, facilitators of learning using case studies and simulations must 
consider cases based on such operations rather than concentrating on 
examples from the large corporations.
Job placement which has always been part of hospitality programmes must 
not be taken away as a liberal curriculum is advocated but rather enhanced by 
way of ensuring that well set learning objectives for the period are achieved 
with the potential manager's career choice by sector as a focus. The induction 
of new graduates into work practices must be seen as professional 
responsibility. Despite the diversity in the industry which is often cited, it is 
worth noting that the other professions such as accounting and engineering
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also have diversification but is able to carry out well planned and established 
induction and early career learning programmes for their graduate entrants. 
And therefore hospitality can follow suit despite its often over emphasised 
diversity.
To this end, practitioners must also provide social support for new entrants 
who will need to learn the ropes of context specific knowledge which may be 
tacit in nature and socially embedded. Formal mentoring programmes for new 
entrants to the community of practice will go a long way to give them 
professional socialisation. This must not only be at the start of career after 
graduation but as part of the education process. Students sent to industry 
must not be regarded as an extra pair of hands but as people who are being 
prepared to emerge as professionals in the industry. They must be placed 
with the people in the work environment who are credited with knowing what 
is to be learnt.
To the students, it has been obvious that planning a successful management 
career will benefit from such non-formally academic pursuits such as casual 
non managerial work during studentship. This will not only expose them to the 
operational skills but also to the nature of the industry and those who work in 
it. Indeed this may even serve as opportunity to learn grass root human 
resource expertise implicitly where the junior position they will occupy at that 
stage is seen as not threatening to grapevine activities.
The above calls for a closer collaboration between industry and academia if 
the issue of ‘relevance’ is to be properly addressed. There must be, as 
suggested by Eraut (1994), a gradual interaction between academics in 
hospitality, graduates from their programmes, students and employers 
through networking to share the state of knowledge needed in the industry.
7.5.2 Theoretical implications
The thesis has advanced the education /industry debate on the relevance of 
vocational hospitality education to hospitality practice by presenting evidence
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that what needs to be considered in these debates are more than focusing on 
the prescriptions of competencies needed by prospective managers but rather 
a consideration of the nature and characteristics of the knowledge and skills 
that underpin these competencies and the nature of the learning processes 
that help to achieve this.
Competency studies have made important contributions to the development of 
managers. Its perspective on knowledge as product or assets embedded in 
humans appears to privilege the knowledge as object. Paying attention to 
knowing might complement our understanding of developing future managers 
by highlighting the essential role of situated action.
As an implication, competency statements and frameworks alone are 
meaningless if the underpinning knowledge and skills are not viewed as a 
two-dimensional process of knowledge to knowing and knowing to knowledge 
as modelled by Kolb (1984). The tacit dimension of what in the workplace is 
offered as ‘best practice’ which is mainly explicit and also prescriptive may 
ignore the tacit aspect of the best practice (Akbar, 2003).
The thesis has provided empirical evidence that the type of knowledge 
determines the way of learning and as such, not considering the issues from 
knowledge and learning perspective will leave gaps in the efforts at effective 
management development. Explicit and tacit knowledge are indeed related to 
each other as proposed by Nonaka et al. (1995).
The findings reflects the changing nature of learning and knowledge and 
argues that both workplace learning and academic learning are 
complementary and not at war with each other. The demonstration that tacit 
knowledge is difficult to acquire in the education environment especially when 
the environment does not provide experiential learning, and that some 
knowledge from the education process is difficult to transfer provides evidence 
that explicit and implicit learning may not be an either-or situation, but rather 
complementary to each other.
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The shift from instructional paradigm to participation is not solely true in that 
some form of knowledge is easily acquired and transferred through 
instruction. It therefore contributes to the competency and ‘relevance’ debate 
by calling for attention to the need to look at the appropriate learning 
approaches to knowledge acquisition. The research has highlighted the 
danger in concentrating on education or training or workplace learning 
independently as best way to develop managers. It has been obvious that 
each has different but complementary effects on management development. 
In defining their roles however, the role of the learning process must also be 
examined.
The emerging themes symbolises Kolb’s (1984) experiential learning model 
where both abstract conceptualisation and experimenting are both import, and 
Eraut’s (1994, 2000) typology of professional knowledge and competence 
which establishes the important role of both explicit/propositional knowledge 
and other forms of knowledge that is tacit in nature and workplace bound.
To this end, Kolb’s (1984) learning model seems to provide a common 
concept that embraces the diverse emphasis on the various theories of 
learning. It challenges both academia’s view of the supremacy of academic 
knowledge, and industry’s view of the supremacy of work based learning. The 
implications are that both environments have their contributions to 
management development in terms of knowledge and learning.
From a professional knowledge development perspective, Eraut’s (1994, 
2000) models on nature and development of professional knowledge and 
competence , which highlights the need for professionals to have both tacit 
understanding of the practice and explicit knowledge and his call for each to 
be learnt from the appropriate context must be considered in hospitality 
management programmes. A combination of these two form a powerful tool 
for explaining how the gap between education and industry could be bridged 
as they help explain the often difficult transition between the context of 
education and the cognate workplace settings.
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Attention must be paid to designing curriculum based on the characteristic of 
the knowledge to be transferred rather than dwelling on trying to make what is 
tacit into explicit, together with approaching the learning and teaching 
enterprise from a modern learning paradigm perspective where the learner 
construct their own personal knowledge through acquisition and socialisation.
In line with Bernstein's (1971) thinking, formal educational knowledge for the 
industry “must be considered to be realised through the three message 
systems: curriculum [...]that defines what count as knowledge, pedagogy 
[which] defines what counts as valid transmission of knowledge ,and 
evaluation [which] defines what counts as a valid realization of this knowledge 
on the part of the taught'(1971:47). So what is the way forward?
7.6 Recommendations for future research
The research has focused on the issue of hospitality management education 
and the knowledge that is imparted to its customers-the graduates. It has 
followed the path of management knowledge and learning. Though an area of 
extensive literature in generic context; the literature on these concepts is 
limited from a hospitality perspective. The research’s focus is linked directly to 
the development of competent management practitioners.
The adaptation of a qualitative knowledge elicitation research methodology 
places a limit on the extent of replicating the study. No precise hypothesis has 
emerged out of this study so the study can be regarded as exploratory so that 
later studies could set out to text the hypothesis from interaction and duality 
angle. It can however, be proposed from the results of the study that for 
knowledge to be effectively transferred from learning to usage, matching 
knowledge type to appropriate locus and process of learning provides insight 
to the relevant problem. There is a basis from the findings for further research 
on the issues raised.
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Future studies should examine:
1. A comparative study of using a sample with no formal higher vocational 
education will also enhance the insight gained from this study.
2. Empirical investigations could focus on testing the relationship between 
types of knowledge and nature of learning in a selected hospitality 
sector, purposively sampling those with well structured organisations 
with formal early career learning programmes and those without any 
formal programmes.
3. There is the need to study the effects of nature of the curriculum of 
selected hospitality programmes and the ability of their graduates to 
transfer the acquired knowledge to the workplace.
4. Though the results in the study seem generally confirmatory in terms of 
the effects of the nature and type of knowledge as reported in previous 
findings in other areas in the literature, they must not be regarded as 
applicable in all contexts. A future research to determine whether these 
findings are universal could be carried out in Ghana, a developing 
country, with emerging tourism trade and a relatively under developed 
education provision for the industry to see the similarities and 
differences that may emerge in relation to context.
5. There is the need to assess the level of support needed and provided 
by beginning hospitality managers. This will provide input for the 
components of the collaboration that must be improved between 
industry and education.
6. The limitations of the study include the nature of the sample used. The 
outcome of the nature of knowledge and learning could be further 
explored by extending the research to more cases to increase the 
empirical evidence on how managers learn and transfer what they have 
learnt to application. There was evidence that the nature of work, level
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o f  responsibility and tenure affected both the knowledge content and 
nature. The issues in the research could be extended by repeating the 
methodology with different groups of hospitality professionals. This 
could specifically be explored from novice/expert; commercial/welfare; 
and operations/consultancy dimensions.
7. Further exploration of the issues using specifically dimensions from 
Kolb (1984) and Eraut (1994) using an inductive approach is also 
suggested. It will be valuable to develop a prototype experiential 
learning intervention framework that is derived from these two works.
8. Since the hospitality operations are structured in a functional manner 
just as its curriculum inputs are structured, a very interesting area of 
future research will be to investigate the effects of structure of the 
academic curriculum on the mental models formed and carried by the 
output of the process to the workplace.
9. Considering the notion of situated learning and the point made by a 
respondent that there was difficulty in the transfer of experiential 
learning for events management in education to workplace due to 
magnitude of operations, there is a case for a research into how 
simulated learning that goes on in hotel schools differ from real world 
situations/environment.
7.7 Summary
In this study looking at the hospitality graduates working in various sectors of 
the economy it is observed that graduates appreciated the contribution of both 
their education and various life and job experiences to the their acquiring the 
knowledge that they needed to carry out both their responsibilities and their 
functional roles.
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Both generic and job specific knowledge in their holistic form which could 
easily fall under Eraut’s typology of professional knowledge could identified as 
used to perform in their job roles. For what was being learnt, the participants 
had learnt many things which they apply to their jobs including what they had 
learnt from their parents and from their cultural upbringing.
Interestingly, there is similar emphasis on workplace learning as reported by 
Eraut and others (2004). However, they never hesitated to refer to their formal 
learning giving them the principles with which they search for knowledge and 
use knowledge.
All participants in the study had sought after knowledge at one time or the 
other and they had consciously selected the locus for learning based on 
nature and content of the knowledge and the context for use.
This study is one way of expressing empirically the applied knowledge 
required of managers working in the hospitality industry context. In general, it 
appears from the findings of this study that, experiential learning as modelled 
by Kolb (1984) is a good approach to consider when planning learning 
activities in the curriculum as it gives direction as to how learning in the 
educational setting can be facilitated to enable the effective transfer of 
learning and knowledge from the classroom to the work place. The goal 
however would not be the acquisition of knowledge or competence but the 
ability to transform knowledge into usage from one context to the other.
In this context, higher education probably needs to consider the development 
of experiential curriculum not only in the traditional functional areas such as 
food and beverage but also in human resource and other generic knowledge 
areas. It will be imperative for graduates to be trained in the areas of learning 
how to learn so as to develop their knowledge to meet the changing needs of 
the work place.
The results of this study show that managers do need an amalgam of 
knowledge from both the formal and informal learning processes with the key
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issue being relevance to context and opportunities for use. As such, there is 
the need for mutuality and collaboration between the industry and education.
Hospitality education must cognisant of the fact that not all the knowledge 
needed can be effectively produced in an educational context and focus on 
what can be done well in an educational setting while collaborating with 
industry, as done in the context of the professions as already mentioned, to 
provide suited knowledge and learning during placement and during the early 
career learning when they enter full employment. Knowing calls for 
experiential learning which is achieved through interactions during doing, and 
ensures that there is a balance of knowledge and knowing possessed by 
graduates upon completion of their higher vocational education.
Because there is both budgetary and time constraint on the part of education, 
partnerships between education and the industries they serve is extremely 
important for development of competent qualified staff. A combined effort is 
needed by both industry and education to improve knowledge delivery and 
learning. Interaction plays a key role in this effort as each on its own is 
inadequate for purpose.
Based on the findings of this study, it can be concluded that both industry and 
practitioners must maintain an open dialogue regarding the “making of 
managers" for the industry in line with the dual nature of content and 
processes. It is only by deep and honest appreciation of each others role that 
effective dissemination and learning of management knowledge which can be 
applied as a tool for use in problem solving can be achieved.
The question that then arises is:
“Should learners acquire deep knowledge in a domain in order to transfer it to 
a different (working) context or should competence development be aimed at 
the simultaneous development in a wide field of knowledge or should 
traineeships be carried out as early as possible (even to the extent of a 
constant intertwining of practice and theory) so that knowledge can be 
acquired against a context of contextual experience?” (Heijke and Nijhof, 
1998 in Kirschner, 2000:12).
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The debate still goes on but from what perspective-knowledge, competence or 
learning paradigm?
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APPENDIX A1
LETTER OF CONSENT
School o f M anagem ent 
University o f Surrey UK 
% HCIM Dept.
A ccra  Polytechnic 
P. O. Box 561 
Accra, Ghana.
25*^ M ay 2003.
The C h ie f C atering Officer,
Catering D iv .G hana Health Service HQ,
Accra.
D ear Sir,
PHD. R ESEARCH : IN VESTIG ATING  THE R ELATIO N SH IP  BETW EEN O C C U P ATIO N AL 
K N O W LED G E A N D  SKILLS (C O M PETEN C Y) A N D  THE SPEC IFIC  O U TPU T OF THE 
VO C ATIO N AL EDU CATIO N  PROCESS.
A s indicated per the a ttached le tter Prof. M ike Riley, my supervisor, I am a Ghanaian PHD. 
R esearcher o f the school o f M anagem ent, U niversity o f Surrey, Guildford UK. I am currently  in 
G hana fo r the data collection phase o f my research. My research which is under the auspices o f 
the U niversity seeks to find if there  is any corre lation between the job, and the know ledge and 
skill dem ands o f entry level m angers/superv isors and the  ou tput o f the vocationa l hosp ita lity 
education process.
I am seeking your consent to  a llow  m em bers o f your s ta ff at th is level o f em ploym ent to 
partic ipate in the s tudy as outlined below. It w ill involve those w orking a t the assistan t catering 
o ffice r grade as discussed.
The research is in 3 phases com prising:
1. Focus G roup D iscussion by job  ho lders(at A ccra  Polytechnic)
2. O bservation o f job  holders in the job. (at w ork  place)
3. Interview ing o f partic ipants.(a t w ork  place)
The Focus G roup D iscussion w ill take place a t A ccra  Polytechnic w h ile  the o ther 2 phases w ill be 
carried ou t w hile  partic ipants are carrying out the ir norm al routines.
The results w ill provide the much needed inform ation about w ork .a t th is level and inform  
education o f the practice at entry level and the requisite curricu la r im plications.
This is an im portant study tha t is believed to m ove the hum an resource issues in the hospita lity 
industry in a positive direction. Y our cooperation in th is research w ould be very much 
appreciated. Partic ipating organizations can opt out at any stage though all are encouraged to 
fu lly  participate.
I w ould there fore  be very grate fu l if the above m entioned access w ill be given m e to co llect data 
from  partic ipants in your organization on the profile o f entry-leve l jobs.
The in form ation derived from  th is s tudy is entire ly confidentia l and is fo r academ ic purpose only. 
Partic ipants w ill not be identified by nam e as study partic ipants.
Thanking you in advance fo r you r tim e and help.
Yours fa ith fu lly,
ELIZABETH ROSALIND TURKSON(Mrs.)
(S tudent contact in Ghana is at HCIM Dept, A ccra  Polytechnic.)
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APPENDIX A m : INTRODUCTION LETTER TO SATISFY DATA PROTECTION
FROM ALMNI DATA BASE
Dear X
A voice from your past! First of all I hope you are well and prospering. I obtained 
your address through Signet and I am writing to you to request assistance for one of 
my PhD students.
Elizabeth Turkson is undertaking research into the differential effects of knowledge 
acquired through education and experience. To this end she has devised a 
biographical interview which will help her to collect data. The interview is very 
personal in that it focuses on your education, experience and on the decisions you take 
and problems you face in your current job. It take approximately and hour and a 
quarter and is conducted at the university or at a location convenient to you.
Would you be prepared to take part? If so, would you contact me and I will put you in 
touch with Elizabeth. I look forward to hearing from you.
Yours sincerely
Professor Mike Riley 
m.rilev@surrev.ac.uk
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AAAAAA 
HHHHHH 
United Kingdom
2"  ^November 2004
Dear Ms XYZ,
Re: PHD. RESEARCH : the differential effects of knowledge acquired through 
experience and education
I would like to first of all thank you for your consent to assist in this project as per your 
letter 8'^  September 2004 by taking part in this research in which your views as a 
practitioner would be very much appreciated
I am pleased to confirm the request made in the email dated 2"  ^ September 2004 by 
Prof. Mike Riley, my supervisor, I am a PhD researcher of the school of Management, 
University of Surrey, Guildford UK working on the above topic using biographic interview 
to collect the required data.
I am writing to the request for an appointment to interview you and also to restate that 
the interview will focus on your education, experience and the decision making and 
problem solving activity in you current job. I am therefore inquiring about the most 
suitable date and time for the interview. I would there be most grateful if you could 
indicate what date and time will be suitable for you in November to interview you.
It will involve interviewing you for approximately one hour at Reading as you have 
indicated. As such I will appreciate if arrangement will be made for a quiet room for this 
purpose.
The data collected will be treated with absolute confidentiality and neither your identity 
nor your place of work will be disclosed either within this dissertation or in any related 
documentation. The information derived from this study is for academic purpose only.
Thanking you in advance for your time and help.
Yours faithfully,
ELIZABETH ROSALIND TURKSON (Mrs.)
PhD Researcher 
Rm78MS02 
School of Management 
University of Surrey 
Guildford.
Surrey GU2. 7XH.
Tel: ++ 44 (0) 1483 682117 
Email: e.turkson@surrev.ac.uk
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APPENDIX A (4)SAMPLE EMAIL AFTER INITIAL CONTACTS
From: Mrs Elizabeth Turkson [mailto:E.Turkson0surrey.ac.uk]
Sent: 06 April 2005 21:16 
To: Aaaa, Llllll
Subject: Favour to ask-Phd research 
Dear L,
I am a PhD researcher doing research at the University of Surrey with 
Prof Mike Riley as my supervisor. My sample frame is the alumni of 
the
universities with higher education hospitality programme.
Mr XXX of Oxford Brookes has kindly given me your contact 
to find out if you would kindly help.
>it is a PhD research looking at the source of knowledge that people 
>apply
in their jobs. The interview basically concentrates
>on problems you have solved or decisions you have taken in your job 
role.
The interview takes about an hour at the most and held at a place 
convenient for you.
>
>if you could let me know when it is convenient to call, then i will 
>give
you a call and we
>arrange for a suitable time.
>Thank you.
>Elizabeth (09751121077)/01483 682117
Dear Elizabeth
Please accept my apologies for the delay in my reply. Please feel 
free
to contact me at any time to arrange the interview you require.
Mobile - 00000000000 
Office - 00000000000000 
Kind regards
LLLLL A im  
address
Telephone number •
E-mail..
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APPENDIX B
Tourism Employment and vocational Education Questionnaire
This questionnaire is designed to seek information about your career in the tourism industry 
and your vocational preparation. All answers provided will be treated with strict confidence. 
Thank you very much for your cooperation.
Q. 1 Please state your current job title.
Q.2To which of the following sections does your job belong? (Tick only one)
Travel Organiser / Tour Operator □ Airlines / Passenger Transport □
Tourism Organization □ Retail Travel Agency □
Visitor Attractions □ Consultancy □
Recreation / Entertainment □ Education ^ □
Hotels and Restaurants □ Other(specify) □
Institutional Catering □
Q.3 Which best describes your current employer {Tick only one)
Government □ Private Corporation □
Self employed □ Independent Private Company □
A  How many people work in your organisation {Tick only one)
1. up to 10 Q
2 .1 1 -5 0  □
405
3 .5 1 -1 0 0  □
4. more than 100 Q
Q.5 All jobs have activities which are central to the character of the job. From the list below, 
please indicate the activities which best represent what vou do in your job {Tick only 3)
Research and Development | |
Conceptualisation, Planning and Design / Innovation 
Logistical Planning
Directing and Controlling the Work of Others
Selling Q
Operating Administration Systems
Processing and Transmission of Data
Care of Natural Resources [ |
Instruction and Education 
Handling Customers
Operations and Maintenance of Plant and Machinery
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Q.6 All jobs operate at a particular level of thinking and knowledge. Please indicate
the highest level of activity that your job calls for {Tick only one)
In doing my job, I need to:
1. Understand simple laid down procedures and instructions which may be learnt 
on the job.
2. Have an in depth knowledge and understanding of the principles behind which 
the system works so as to be able to locate, analyse and solve any problems that 
arises with processes, staff and customers
3. Be able to understand and apply the background concept and principles behind 
the whole operational set up so as to achieve overall corporate objectives
□
□
□
4. Understand not only how the organisation I work in operates but also how the 
industry operates to a degree that I can anticipate changes
Q.Tplease indicate the level of your job {Tick only one)
1. Operative level
2. Supervisory level
4. Department Manager level or equivalent
5. General Manager level or equivalent
□
□
Assistant Department Manager level or equivalent
□
□
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Q.8 Please identify some major subjects which you perceive to be closely aligned to your 
job. Below is a list of areas of knowledge you may choose from. {Tick up to 4)
Economics □ Marketing Q
Psychology □ Finance and Accounting Q
Geography □ Hospitality operations
Information Technology and computing □ Human Resource Management | |
Law □ Transport Studies
Recreation and leisure studies □ Business Administration j^j
Urban and Regional Planning □ Tourism Studies
Q.9Below is a list of skills. Please indicate which skills you find most relevant to your job 
and indicate those you possess.
The ability to socialise well and enjoy meeting people
Relevant 
{tick up to 4)□
Possess
□
The ability to chair meetings □ □
The ability to understand financial accounting systems □ □
A knowledge of craft work in food and beverage □ □
A knowledge of travel processes and procedures □ □
Computing skills □ □
Mental Arithmetic □ □
Ability to write clearly □ □
Ability to formulate plans □ □
Ability to work on your own initiative □ □
408
Q.IO Please indicate your highest level of educational achievement
1.
2.
3.
4.
5.
6.
No education after secondary school 
College / HND
University degree or professional equivalent
Masters degree
Doctorate
Other (specify)..............................................
Q. 11 Do you possess any formal tourism qualification?
1. Yes O  2. No n
If Yes, indicate type..................................
Some important information abont yon
Q.12 Are you 
Male □ female □
Q. 13 How old are you? 
18-25yrs
26-3 Oyrs
31-40yrs
41-5 Oyrs
Above 5 Oyrs
□□
□□
Thank you for completing this questionnaire. The information is for academic purposes only 
and is strictly confidential.
409
Appendix C
Unis_______________________________________ School of Management
Investigating the relationship between occupational knowledge 
and skills requirements to entry level managers and the output 
of the vocational education process.
T h e  a b i l i t y  t o  p e r f o r m  a c t i v i t i e s  w i t h i n  a n  o c c u p a t i o n  i s  t h e  s i m p l e  d e f i n i t i o n  o f  t h e  
c o n c e p t  o f  c o m p e t e n c e  ( F l e t c h e r : 1 9 9 4 )  “ C o m p e t e n c y  “  i s  t h e  “ k n o w l e d g e ,  s k i l l  
a n d  p e r f o r m a n c e  a b i l i t i e s  r e q u i r e d  t o  p e r f o r m  a  j o b  e f f e c t i v e l y ” ( P e r d u e  e t  a l  
:2001)
We are here this morning to participate in a focus group discussion on the 
activities that we perform within our occupation and the knowledge and skills that 
we apply to our jobs so as to achieve organizational objectives. Its main aim is to 
gather information from you which we believe will help improve the hospitality 
curriculum.
This focus group discussion is part of an academic research on the above topic 
that seeks to be informed by you, the incumbents in the job, as experts in your 
functional areas.
We are going to discuss three main issues:
A. What are the main activities that make up your job.
B. What are the areas of knowledge that apply to your job(where and 
how do you get information to do your job)
0. What skills do you need apply to your job.
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Appendix D 
Biographic data
To start with, I would like to ask you some questions about your background. This is for 
research purpose only. It will not be used to identify you in connection with the 
information you provide during the interview. Would you mind if I tape the interview?
1. In what type of firm do you work?
Government _____
Self employed _____
Private corporation___________ _____
Independent private company _____
2. What is your present position in your firm?
Sole practitioner__________
Partner or stockholder______
Manager or equivalent. 
Other.........................
3. How many years of experience do you have in your current job role?
What was your previous position before moving to the current?_____
How many years have you worked current position?_______
4 What is your highest level of education?
Some college/no degree
Associate degree ___________
Bachelor’s degree in ___________
Master’s degree in ___________
Doctorate in___________________
Other (specify)................................................
On a scale of 1 to 100 how would you divide between the practical and theory 
component of your education and between business and management?
business................ ................(100%).................... ................management
Theory.................. ................(100%)............. . .............................Practical.
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5. AGE
6. MALE/FEMALE (interviewer to note) M
7. We would like to know about your last 3 jobs.
LEVEL OF POSITION
Present 
Job (1)
Previous 
Job (2)
Job (3)
Proprietor/Manager
General Manager
Deputy General Manager
Functional Specialist
Department Head
Assistant Manager
other
Date of interview................ 2004
Time of interview { } to { } 
Participant no:
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APPENDIX: E1 DEMOGRAPHIC CHARACTERISTICS OF STUDY
PARTICIPANTS
Serial
no.
Occupation Cohort Education level: 
graduate plus-
Years of 
work
experience
Gender Age Yrs at
current
position
Interview
duration
(MINS.)
INT1 Senior accountant 1997 Prof. qualification 7 F 27 3WKS 54
INT2 Hospitality dev 
consultant
19992 Prof. qualification 12 M 35 3YRS 50.30
INT3 Hotel food & bev 
erage mgr
2001 Nil 3 M 26 2YRS 53.20/36
INT4 Market
researcher(social)
2001 Nil 3 M 25 2YRS 34.28
INT5 Market
researcher(telecom)
1997 Nil 7 F 29 2.5YRS 46
INT6 Human Resource 
mrgr, univ
1998 Post graduate- 
masters
6 F 28 2YRS 37.45
INT7 Events mgr. 
university
1998 Nil 6 F 28 3MTHS 53.16
INT8 Hotel sales 
manager
1998 diploma 6 M 29 8MTHS 55.32
INT9 Sales mgr, tour 
operation
1998 Nil 6 M 29 2.5YRS 43.05
INT10 Hospitality
consultant
2001 Nil 3 M 29 3.5YRS 38.39
INT11 IT dev. mgr: airline 
Catering
2001 Nil 3 M 26 1YR 56V27
INT12 Marketing manager 1998 Prof.qualification. 6 M 27 1.5YRS 45.00
INT13 Asst, hotel manager 2002 Nil 2 F 24 1YR 60.05
INT14 Hotel reservation 
mgr.
2002 Post graduate 
masters
2 F 25 4MTHS 60.08
INT15 GM: contract 
catering
2001 Nil 3 M 26 2YRS 63.01
INT16 Events Mgr 
university
2002 Nil 2 F 25 2.5YRS 63.00
INT17 Events mgr ischool 2002 Nil 2 F 25 47.00
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Appendix E2 Preliminary study 2-Norminal group interviews
SOCIO-DEMOGRAPHIC BACKGROUND OF THE SAMPLE
FBS FP HK F /0 asst catering TOTAL
Age less than 25 yrs 0 2 3 1 2 8
25-34 yrs 1 3 2 5 6 17
35-44 yrs 2 1 2 4 2 11
45-54 yrs 3 0 2 0 0 5
over 55 yrs 0 0 0 0 0 0
sex: Male 3 4 2 7 1 17
Female 3 2 7 3 9 24
Martial Status: Single 3 3 3 7 1 17
Married 3 3 6 3 9 24
Wid owed/Di VO reed 0 0 0 0 0 0
Educational Backgroud: Secondary School 6 5 8 7 10 36
Polytechnic/Colleqe/Technical 5 5 5 6 10 31
University Degree 0 0 0 1 0 1
Postgraduate Degree 0 0 0 0 0 0
Years in Organization: less than 5 yrs 2 3 5 4 9 23
5-10 yrs 0 2 3 5 1 11
11-15 yrs 2 1 0 1 0 4
16-20 yrs 1 0 1 0 0 2
over 20 yrs 1 0 0 0 0 1
Occupational Experience: less than 5 yrs 2 2 6 4 10 24
5-10 yrs 1 3 2 5 0 11
11-15 yrs 1 1 1 1 0 4
16-20 yrs 1 0 0 0 0 1
over 20 yrs 1 0 0 0 0 1
Please the level you operate: Supervisory Level 4 5 8 9 1 27
Assistant /First Line Manager level 2 0 1 1 0 4
Deputy Manager 0 0 1 0 0 1
General Manager 0 0 0 0 9 9
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APPENDIX: F
T h eo re tica l perspectives  on research  design  
1) introduction
This appendix to the methodology chapter (4) presents the philosophical 
thoughts behind the selected design of the study. A distinct difference that is 
usually made is whether the important elements of he world are seen as 
essentially stable and awaiting to be discovered (the realist view) or seeing the 
world as something that is actively constructed, deconstructed, and 
reconstructed on an on going basis.
This research adopts a qualitative case study approach and is concerned with 
the use of cognitive task analysis tool, base on the critical incident technique 
by way of an adapted version of the Critical Decision Method (COM) to elicit 
domain expert knowledge .In particular, it will describe the use of elicitation 
methodology to discover a representation of management knowledge and its 
learning sources.
The theory and the philosophy behind the methodology presented for this 
study in chapter four is presented here. It deals with epistemological, 
ontological issue behind the research design and the practical issues that are 
related to elicitation of knowledge that is applied to the management job role 
that leads to competent performance.
All major research traditions regard data that leads to information about some 
type of social phenomenon and an individual datum which may relate to a 
specific area of the phenomenon (Blaikie, 2003). This in turn is based on the 
assumptions made about reality which also give rise to procedures to achieve 
the aims set out. This comes under what is regarded as the researcher's 
chosen paradigm.
2) Research paradigm
Every research endeavour in social science is guided by some descriptors 
that affect the treatment of all issues that concerns the research and this is 
based on interrelated sets of assumptions that the researcher has of the 
world(Burrell and Morgan, 1979) the set of assumptions according to Denzin
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and Lincoln(2000) is referred to as a paradigm and encompasses three basic 
elements namely : epistemology which is about the relationship between the 
enquirer and the known; and asks “how do we know the world". It deals with 
how the social reality can be known. Ontology which is related to the form and 
nature of reality looking at what is out there in the world to look and 
methodology, which on the other hand focuses on how we set about to know 
the world.
These three elements combine to give a world view guide to a researcher 
regarding the methods that can be chosen and the extent of knowledge that 
can be gained. It is therefore important for a researcher to establish the 
paradigm lens through the investigation will be carried out. the importance of 
this is established by the comment by Denzin and Lincoln, (1998:218) that 
“p a r a d i g m  i s s u e s  a r e  c r u c i a l ;  n o  e n q u i r e r  o u g h t  t o  g o  a b o u t  t h e  b u s i n e s s  o f  
r e s e a r c h  w i t h o u t  b e i n g  c l e a r  a b o u t  j u s t  w h a t  p a r a d i g m  i n f o r m s  a n d  g u i d e s  h i s  
o r  h e r  a p p r o a c h ”  thus this section presents the alternative paradigms as 
presented below in table 1 below which is adopted from Riley and Love (2000) 
which is an adaptation from Guba(1990) and Denzin and Lincoln 1994)
Table 1: alternative paradigms
Alternative paradigms Ontology Epistemology methodology
Positivism Realism: truth exists and 
can be identified or 
discovered.
Objectivism: unbiased 
observer
Hypothesis testing, 
falsification, quantification, 
controlled conditions
Post-positivism Critical realism: truth exists 
but can only be partially 
comprehended
Objectivism is ideai but 
can only be approximated
Modified quantification, 
field studies, some 
qualitative methods
Critical theory Value-laden realism: truth 
shaped by social 
processes (e.g. feminist, 
ethnic, neo-Marxist)
Subjectivism: values 
influence inquiry
Interactive process that 
seeks to challenge 
commonly-held notions
Constructivism Relativism : knowledge is 
socially constructed, local, 
and specific
Subjectivism: knowledge 
created and coproduced 
by researcher and subject
Process of reconstructing 
multiple realities through 
informed consensus.
Adapted from Riley and Love (2000:172) based on Guba (1990) and Denzin and Lincoln 
(1994)
This basic belief of alternative enquiry paradigms guides the choice of 
methods. The research endeavours to find a new way of interpreting the
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nature of management knowledge and chooses the constructivism paradigm 
to orient this research. It therefore follows an interpretive approach with the 
view that the phenomena are best studied in a natural environment and from 
the perspective of the participants.
3) The basic ontological, epistemological and methodological 
stance in research:
a) O nto logy these are assumptions which concern the very essence of the 
phenomena under study the basic ontological question is about whether 
“reality” to be studied is a product of individual cognition or is objective and 
external to the individual, thereby imposing itself on individual consciousness 
from without.
b) The term ‘ep is tem o lo g y ’ generally refers to the study of knowledge that 
includes questions concerning what counts as knowledge and how the bodies 
of knowledge can be systematically organized. It can also casually be used to 
refer to knowledge and bodies of knowledge themselves (Cook and Brown, 
2002 in Little, Quintas and Ray (eds), 2002) these are assumptions about the 
grounds of knowledge in terms of how one tries to understand the world and 
communicate it. It deals with what forms of knowledge can be obtained and 
issues of what stands as true and what stands as false; dealing with the 
nature of knowledge.
The basic epistemological issues are the assumptions that need to be made 
concerning whether knowledge can be identified and communicated as being 
hard, real and tangible and capable of being captured or a softer, more 
subjective, spiritual or even transcendental kind based on experience and 
insight of a unique and personal nature and as such, something that needs to 
be personally experienced, the main epistemological debate is between 
positivism/realism world view which seeks to give explanations and try to 
predict the social world by searching for regularities and causal relationship 
and anti positivism/interpretive perspective which opposes the search for laws 
and underlying regularities in the world arguing for the understanding of the 
world through the perspectives of those directly involved in the activities under 
study. The interpretive perspective guides this research.
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c) Methodology, concerns the assumptions about how one attempts to 
investigate and obtain knowledge about the social world, from a 
methodological point of view, the assumptions to be made concerns whether 
the social world is a hard , real, objective reality, external to the individual or a 
softer personal reality , internal to the subjective experience of the individual. 
The former leads to the search for universal laws to explain reality by 
identifying the themes, and concepts and the relationships and regularities 
between the various elements while the latter involves a scientific endeavour 
in search of explanations and understanding of what is unique or particular 
rather than what is general and universal. It deals basically with how 
individuals make sense of their world. The former follows methodology that 
seeks to test hypothesis accordance to canons of scientific rigour while the 
latter seeks first hand information of the subject under study. The interaction 
of these two lead to the approach to be followed in a particular research 
endeavour.
That is, the research process presented is the position taken in the study 
regarding what counts as knowledge, and how what counts as knowledge is 
to be investigated. It is a novel approach in hospitality research in terms of 
investigating the knowledge base of hospitality management roles. This 
research is not about the testing of hypothesis. It is about letting the 
participants tell their story to give a holistic, multidimensional insight into the 
nature and learning sources of knowledge employed. The potential depth that 
the manifold of subjective knowing will bring to this research contributed to the 
selected qualitative approach used in this study. The research strategies 
employed are aimed at collecting qualitative data and thus the research is 
described as qualitative .the two paradigms of research are discussed below 
to show the reason for the approach.
Philosophical approach: words or numbers?
t h e  a p p r o p r i a t e n e s s  o f  a  r e s e a r c h  a p p r o a c h  ‘d e r i v e s  f r o m  t h e  n a t u r e  
o f  t h e  s o c i a l  p h e n o m e n a  t o  b e  e x p l o r e d  7s i t  i n  t h e  t h i n g s  t h e m s e l v e s  o r  
p e o p l e ’s  v i e w  t h a t  a r e  i m p o r t a n t ? ”  ( E a s t e r b y - S m i t h  e t  a l ,  1 9 9 1 : 4 1 )
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The way in which research is conducted may be conceived of in terms of the 
research philosophy subscribed to, strategy employed and the instruments 
utilised to pursue the goal or solve the research problem. The philosophy is 
about the way data about a phenomenon should be gathered; analysed and 
used .It is a choice between the positivist and interpretative approach. That is 
between q u a n t i t a t i v e  and q u a l i t a t i v e  paradigms; the choice between words 
and numbers or a combination of the two.
Conceptualising Qualitative and Quantitative Research 
approach
To classify a study under any of these depends on:
• The purpose
• How the variables are measured and
• How the information is analysed
According to Kumar (1999) a study that has a primary purpose of describing a 
situation, phenomenon, problem or event is classified as qualitative .here the 
data gathered uses nominal or ordinal scale with the analysis carried out to 
establish the variation in the situation, phenomenon or problem without 
attempting to quantify it. Where the purpose is to quantify the variation 
through data gathering using mainly quantitative variables with analysis 
geared towards ascertaining the magnitude of the variation, the study is 
classified quantitative which deals with numbers.
T h e  q u a n t i t a t i v e  r e s e a r c h  a p p r o a c h
A quantitative research approach which is based on positivist paradigm was 
not applied in this study. Quantitative research can be construed as a 
research approach that emphasises quantification in the collection and 
analysis of the data. Its underlying philosophy is that nature of research is
normative, and that the right research instruments can measure reality. It is
based on the belief that there is a normality which can be measured by 
statistics and experiments (Holliday, 2002)
It is believed to:
• Entail a deductive approach to the relationship between theory and 
research, in which the emphasis is placed on the testing of theories;
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• Has incorporated the practices and norms of the natural scientific 
model and of positivism especially; and
• Embodies a view of social reality as an external objective 
reality.(Bryman,2001)
It requires that variables are defined and linked before the research begins 
and generally involves statistical analysis and presentation .though may not 
use sophisticated statistical tests, it will still be numerically driven and its data 
quantitative in nature, it therefore depends on numeric data and evidence to 
reach conclusions and test hypotheses. Sample size is usually large to 
achieve reliability and the researcher tends to be an outsider and distant from 
the subjects. This data could come from variety of methods such as 
questionnaires and structured interviewing using well established tools, its 
results can be generalised .(Veal, 1997)
T h e  q u a l i t a t i v e  R e s e a r c h  a p p r o a c h :
Qualitative research on the other hand concentrates on understanding the 
thoughts and behaviours of individuals and groups within specific context. Its 
philosophy is that, the nature of research is interpretative, it is concerned with 
words rather than numbers and the collection of large amount of data from a 
small number of people. Its methods are applicable to situations where the 
concern is to gain a full and rounded understanding of the situation and 
behaviour of a few people though ma be seen as unrepresentative (Veal, 
1997). They are employed in contexts where formal quantified research is not 
possible.
According to Bryman (2001), the three important features worth noting about 
the qualitative approach are;
• An inductive view of the relationship between theory and research, 
whereby the former is generated out of the latter;
• An epistemological position described as interpretivist, the emphasis is 
upon the understanding of the social world through an examination of 
the interpretation of that world by its participants; and
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• An ontological position described as constructionist which implies that 
social properties are outcomes of the interactions between individuals, 
rather than phenomena ‘out there’ and separate from those involved in 
its construction.
A qualitative research approach, data collection instruments, validity and 
reducing researcher biases of data, and the target population of this study is 
discussed in the following paragraphs to follow. A qualitative research design 
was utilised in this study. According to Holloway and Wheeler (2002:3) a 
qualitative research is a form of social inquiry that focuses on the way people 
interpret and make sense of their experiences and the world they live in.
For a common base from which to look at qualitative research, Denzin and 
Lincoln defined qualitative research as,
“...Multi-method in focus, involving an interpretive, naturalistic approach to its subject 
matter. This means that qualitative researchers study things in their natural setting, 
attempting to make sense of, or interpret phenomena in terms of the meanings 
people bring to them. Qualitative research involves the studied use and collection of a 
variety of empirical materials-case study, personal experience, introspective, life 
history, interview, observational, historical, interactional, and visual texts-that 
describe routine and problematic moments and meanings in individuals” (1994:2)
The framework used is the working definition used by Walsh (2003:67-68).
“ Q u a l i t a t i v e  r e s e a r c h  r e f e r s  t o  a n  i n t e r p r e t a t i v e  m e t h o d  o f  c o l l e c t i n g  a n d  
a n a l y s i n g  d a t a  t o  e x p l o r e  a n d  e x p l a i n  a  p h e n o m e n o n .  R e s e a r c h e r s  w h o  a d o p t  
t h i s  m e t h o d  ‘s t u d y  t h i n g s  i n  t h e i r  n a t u r a l  s e t t i n g s  a t t e m p t i n g  t o  m a k e  s e n s e  o f  
t h e  o r  i n t e r p r e t  p h e n o m e n o n  i n  t e r m s  o f  t h e  m e a n i n g  p e o p l e  b r i n g  t o  t h e m ’ 
s e e k i n g  t o  l e a r n  h o w  ‘p e o p l e  i n  p a r t i c u l a r  s e t t i n g s  c o m e  t o  u n d e r s t a n d ,  
a c c o u n t  f o r ,  a n d  m a n a g e  t h e i r  d a y  t o  d a y  s i t u a t i o n s ’  a s  w e l l  a s  t h e  i n t e r a c t i o n s  
p e o p l e  h a v e  w i t h  o t h e r s  t h a t  c a u s e  t e m  t o  h a v e  t h e s e  p e r s p e c t i v e s .  T o  W a l s h  
( 2 0 0 3 )  i t s  g o a l  i s  t o  b u i l d  a n  u n d e r s t a n d i n g  a n d  r e c o n s t r u c t i o n  o f  t h e  
c o n s t r u c t s  o t h e r  p e o p l e  h o l d ” .
(Walsh citing Denzin and Lincoln, 1994: 2; Miles and Huberman, 1994: 7 and 
Guba and Lincoln, 1994 see Walsh, 2003: 67-68).
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As “an array of interpretative techniques which seek to describe, decode, translate and 
otherwise come to terms with the meaning, not the frequency, of certain more or less 
naturally occurring phenomena in the social world” (van Maanen, 1983:9 cited in 
Easterby-Smith et al 2002). “An inquiry process of understanding, based on distinct 
methodological traditions of enquiry, that explore a social or human problem.” Here “the 
researcher builds a complex, holistic picture, analyses words, reports detailed views of 
informants, and conducts the study in a natural setting” (Creswell,1998:15)
Within this paradigm, exact definition of what qualitative research is tends to
be problematic and there seem to be no unified philosophies.
This research supports this view on what qualitative research is except that 
natural setting may not necessarily be where the action takes place.
Qualitative studies ultimately aim to describe and explain (at some level) a 
pattern of relationships, which can be done only with a set of conceptually 
specified analytic categories. Starting with them (deductively) or getting them 
(inductively) is both legitimate and useful paths.
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